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ABSTRACT 
A PARTICIPATORY LEARNER PRE-RETIREMENT EDUCATION PROGRAM- 
A DESIGN AND EVALUATION 
MAY 1988 
JOSEPH F. CONNOLLY, B.A., UNIVERSITY OF MASSACHUSETTS 
M.Ed., FITCHBURG STATE COLLEGE 
M.S., UNIVERSITY OF MASSACHUSETTS 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Harvey L. Friedman 
The pre-retirement education literature suggests that the lecture/ 
discussion pre-retirement education model may be less than effective in 
preparing employees for retirement. To evaluate an alternative model, 
employees were quasi-randomly assigned to either a participatory learner 
course section, a lecture/discussion course section, or a non-treatment 
control group. Each group was administered a pre-test and a post-test. 
The two course sections were administered 2 course evaluations. 
The participatory learner group scored significantly higher than 
the lecture/discussion group on the 2 perceived involvement scales: 
perceived participation and perceived control. The participatory 
learner group scored higher than the lecture/discussion group on 1 of 
3 information gain scales, 3 of 3 attitude gain scales, and 2 of 3 
behavior gain scales. The participatory learner group scored 
significantly higher than the lecture/discussion group on 1 of those 
gain scales: attitudes towards retirement. Positive correlations 
(significant of higher than .30) were found between perceived 
involvement and 12 of 18 gain scales within the participatory learner 
group; no positive correlations (significant or higher than .30) 
between perceived involvement and the 18 gain scales were found within 
the lecture/discussion group. Adjusting for either perceived 
participation or perceived control lowered the scores of the 
Vll 
participatory learner group vis-a-vis the scores of the lecture/ 
discussion group on 13 of 18 gain scales. The participatory learner 
group demonstrated a greater awareness of the central themes of the 
course section than did the lecture/discussion group. Employees rated 
the participatory learner course section higher than the lecture/ 
discussion course section on both the researcher-designed and the 
employee-designed course evaluations; overall, both course sections 
were rated highly. 
The results support the claim that there is a positive association 
between perceived employee involvement in pre-retirement education and 
attitude change, behavior change, and certain areas of information 
change. The results also support the claim that the participatory 
learner pre-retirement education model is a viable alternative to the 
lecture/discussion pre-retirement education model. 
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1.1 CHAPTER OVERVIEW 
Chapter 1 introduces the reader to the thesis by addressing three 
questions: What are the critical themes of this study? How will they 
be explored? And why is such an inquiry warranted? In attempting to 
answer these questions, the following chapter sections are presented: 
the statement of problem, the significance of the study, the 
organization of chapters, the definition of terms, and the assumptions 
and limitations of the study. 
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1.2 STATEMENT OF PROBLEM 
Pre-retirement education (P.R.E.) programs aim to effectively 
prepare employees for retirement. That is, the programs aim to 
promote the following specific objectives: acquisition of knowledge 
with respect to retirement, attitudinal change with respect to 
retirement, and behavioral change with respect to retirement. That is 
the ideal. The P.R.E. literature suggests a different reality: many 
contemporary P.R.E. programs appear to be less than effective in 
preparing employees for retirement. Specifically, the dominant 
P.R.E. model does not appear to be especially effective in promoting 
attitudinal change (Brahce, 1983; Dever, 1981; Glamser & Dejong, 1975; 
Kalt & Kohn, 1975; Kasschou, 1974; O'Rourke & Friedman, 1970; Owen, 
1979; and Poser, 1983). 
From that juxtaposition of ideal and real arises a problem 
statement guiding this dissertation: Is there an alternative P.R.E. 
model that would more effectively prepare employees for retirement? 
This thesis directly addresses the following question: Is the 
participatory learner P.R.E. model (a P.R.E. model that emphasizes 
learner involvement) more effective than the lecture/discussion 
P.R.E. model (the model that dominates P.R.E.) in promoting 
information, attitude, and behavior change? 
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1.3 SIGNIFICANCE 
A review of the P.R.E. literature suggests that many in this 
field of study doubt the efficacy of the lecture/discussion 
P.R.E. model in preparing employees for retirement. Such doubts have 
often been paired with invitations to develop an alternative 
P.R.E. model. Despite the invitations, there have been few studies 
that rigorously evaluate the effectiveness of alternative models—and 
even fewer studies that concurrently seek to empower pre-retirees as 
both developers and evaluators of their own P.R.E. A basic and novel 
premise of the alternative P.R.E. model that will be presented herein 
is that effectively preparing employees for retirement is linked to 
involving employees in their P.R.E. and also changing employees 
attitudes toward P.R.E. and its participants. It is hoped that in 
attempting to both generate and evaluate an alternative P.R.E. model 
this thesis will be responding to an acknowledged need in the 
P.R.E. field, and hence be perceived as significant to P.R.E. experts 
and pre-retirees as well as to adult and labor educators, and to 
gerontologists. 
1.4 ORGANIZATION OF CHAPTERS 
In advance of constructing an alternative P.R.E. model, it would 
seem incumbent to understand the history, characteristics, and 
liabilities of the lecture/discussion P.R.E. model (see Chapter 
3 
Pre-retirement Education). Next, one would need to set down the 
underlying educational philosophy o£ an alternative model. Having 
framed the alternative model in its proper context, one might begin to 
design its general and specific components (see Chapter 3—Towards a 
Participatory Learner P.R.E. Model). 
Yet is this alternative P.R.E. model more effective than the 
lecture/discussion P.R.E. model in preparing employees for retirement? 
This thesis investigates whether the participatory learner P.R.E. 
model is more effective than the lecture/discussion P.R.E. model in 
promoting the following four specific objectives: acquisition of 
knowledge with respect to retirement, attitudinal change with respect 
to retirement, behavior change with respect to retirement, and 
attitudinal change with respect to retirement preparation (see Chapter 
4—Study Design and Chapter 5—Results). In addition, this thesis 
seeks to confirm that the participatory learner P.R.E. model, utilized 
in this study's evaluation, actually conformed to its participatory 
objectives. Towards that end, participants in both the participatory 
learner P.R.E. group and the lecture/discussion P.R.E. group are 
compared on the following dimensions: self-reported participatory 
behavior in P.R.E. and self-reported control over the P.R.E. process. 
This thesis also attempts to gauge the effects of perceived learner 
participation and perceived learner control vis-a-vis effective 
preparation for retirement. Finally, the results of these 
investigations will be discussed, and then the summary and 
implications of the findings will be presented (see Chapter 
6—Discussion and Chapter 7—Summary and Implications). 
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1.5 DEFINITION OF TERMS 
BANKING EDUCATION: An educational approach, decribed by Paulo 
Freire, that is formal, hierarchical, and instructor-centered. 
COMMON HISTORY EXERCISES: A technique by which learners 
collectively identify common as well as unique life experiences with 
regard to a particular theme. 
CONSCIENTIZACAO: Paulo Freire's term for a critical awareness of 
social relations. 
CRITICAL THINKING: A method of inquiry wherein emphasis is placed 
upon problem-posing, context identification, and the contrasting of 
various perspectives. 
DEMOCRATIC DECISION-MAKING: A means of decision-making wherein 
learners and instructors, together, determine course development, 
implementation, and evaluation. Consensus decision-making is an 
example of democratic decision-making. 
DIALOGUE: Paulo Freire's concept of communication between equals 
that leads each participant towards a more complete understanding of 
his/her social-political-historical context. Hence, dialogue is a 
fundamentally humanizing process. 
FACILITATOR/RESEARCHER: The person(s) in the participatory 
learner P.R.E. model whose role is to promote learner involvement by 
encouraging discussion, problem-posing, context identification. In 
addition, the facilitator/researcher ought to encourage a learning 
environment wherein thoughts and feelings are freely expressed, serve 
as a resource person, and serve in an collegial fashion the interests 
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of the participatory learner P.R.E. group as defined by that group. 
LEARNER: In terms of P.R.E., 
participate in P.R.E., presumably 
insight regarding retirement. 
employees and employee partners who 
in order to gain information and 
NON SYSTEMATIC RESEARCH: A research approach that utilizes an 
analysis of self-examination and reflection to gain insight into a 
particular area of study. 
PARTICIPANT: A P.R.E. learner, presenter/expert, or 
facilitator/researcher. 
PARTICIPATORY LEARNING: An educational approach based on the 
pedogogical writings of Paulo Freire and the general orientation/ 
practices of participatory research. Participatory learning is 
dialogical emancipatory education. It is semi-structured and attempts 
to maximize learner control to the benefit of the learning process. 
PERSPECTIVE TRANSFORMATION: The learning process, identified by 
Jack Mezirow, by which adults come to recognize their culturally 
induced dependency roles and relationships, the reasons for them, and 
the need to take action to overcome them. 
PROBLEM SITUATIONS: An educational technique that involves a 
group of learners reading a several paragraph depiction of an everyday 
problem that is followed by questions intended to stimulate 
discussion. 
PROGRESSIVE EDUCATION An educational approach that emphasizes 
learner-oriented instruction, learning activities, non-formal teaching 
methods, and learner self-expression. 
PRE-RETIREE: There is no agreed upon onset date of pre-retiree 
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status. Hence a pre-retiree is any employee who has yet to retire. 
In relation to P.R.E., pre-retirees are the potential P.r.e. learner 
population. 
purports to prepare employees (and sometimes their partners) for 
retirement. Such retirement-related preparation includes but is not 
necessarily limited to the following: skill and knowledge acquisition, 
anxiety reduction, role adjustment, perspective transformation—as 
well as long and short-term planning for retirement. P.R.E. is 
inclusive of the following terms: pre-retirement counseling, 
Pre_retirement preparation, and pre-retirement planning. 
PRESENTER/EXPERT: A person who offers information to learners via 
lectures and quest ion—and—answer sessions in the lecture/discussion 
P.R.E. model. 
RETIREE PARTICIPATION: The participation by retirees in 
Participatory Learner group activities. Such activities are intended 
to both promote dialogues between pre-retirees and retirees and to 
counter ageist stereotyping. 
RETIREMENT: A lifestage that begins with the self-perceived 
recognition that regular employment has ended. Retirement may include 
employment that is self-perceived to be non-regular. 
SYSTEMATIC RESEARCH: A research approach that utilizes the 
precepts and process of the scientific method to confirm or nullify 
research hypotheses. 
TIERED PROBLEM SITUATIONS: A series of problem situations—each 
successive problem situation in the series poses increasingly abstract 
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and contextual questions. 
TUITION-AID ASSISTANCE: Financial aid provided by employers to 
employees. It is intended to encourage employees to complete courses 
of study at outside educational institutions. 
1.6 ASSUMPTIONS 
What follows are the author's assumptions and/or limitations 
concerning the nature of: reality, education, the Participatory 
Learner P.R.E. model, knowledge, researcher-developed course 
evaluations, learner-developed course evaluations, effective 
retirement preparation, the P.R.E. learner population, and 
implementing and evaluating a Participatory Learner P.R.E. course. 
1. Reality is dynamic in the sense that it flows, bends, 
reflects, changes, connects. 
2. Education—as opposed to indoctrination—is grounded in an 
appreciation of the learner in the sense that the learner is trusted 
to re-create knowledge. 
3. The re-creation of knowledge is facilitated by questioning 
assumptions, contrasting perspectives, identifying contexts, and 
extending trains of thought. 
4. Dialogue, democratic decision-making, and critical thinking 
are worth striving for in any learning situation. 
5. Dialogue and democratic decision-making are goals of 
Participatory Learner P.R.E. Model—yet as goals dialogue and 
8 
democratic decision-making can not be fully realized within a 
participatory learner P.R.E. course. Both dialogue and democratic 
decision-making require an essential equality among participants. 
Submerged power relations between facilitator and learners are 
expected in both lecture/discussion and participatory learner 
P.R.E. courses. 
6. Critical thinking is a goal of the Participatory Learner 
P.R.E. Model yet as an ideal that requires a comprehensive 
understanding of one's social context, pure critical thinking is 
unrealizable. 
7. Each participant in the Participatory Learner P.R.E. model 
enters with a P.R.E.—related agenda that will and can only be 
partially disclosed in the course of P.R.E. 
8. The P.R.E. agenda of each participant has elements that are 
unique and elements that are held in common with other participants' 
agendas. 
9. Knowledge acquired by any method of inquiry is incomplete and 
distorted knowledge in the sense that complete and undistorted 
knowledge of any singular aspect of reality necessitates a complete 
comprehension of all aspects of reality. 
10. No research method yields objective knowledge in the sense 
that the hopes, fears, biases, and limitations of the researcher are 
inextricably interwoven into his/her work via choice of research 
questions, format, tools, and emphasis. 
11. An exclusively researcher-developed, systematic evaluation 
of the Participatory Learner P.R.E. model would be limited in 
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utility—the very control over the evaluation process by the 
researcher precludes impartiality and thus obscures a valid 
evaluation. 
12. An exclusively participant learner-developed, non-systematic 
evaluation of the Participatory Learner P.R.E. model would be likewise 
limited—an in-depth, comparative, statistical analysis of learning 
gain would not be possible and thus an overall analysis of the 
Participatory Learner P.R.E. model would be truncated. 
13. An evaluation of the Participatory Learner P.R.E. model 
would be of greater utility if it included both a systematic analysis 
and a non-systematic evaluation. 
14. More effectively preparing employees for retirement is 
linked to both involving employees in their P.R.E. and changing 
employee attitudes towards both P.R.E. and P.R.E. participants. 
15. The majority of potential P.R.E. learners can be identified 
as either agricultural, classified, blue-collar, or service employees. 
This group of employees, as opposed to professional employees, are 
assumed to have a more pressing P.R.E. need. 
16. Implementation and evaluation of an alternative 
participatory learner P.R.E. course is worth striving for. 
1.7 LIMITATIONS 
The results of this study are limited by the nature of the 
sample, the research instruments, and the research methods. What 
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follows are specific limitations of this study. 
1. The sample of this study was limited to classified employees 
at four public sector educational institutions in Massachusetts. it 
may not be appropriate to generalize the results of this study to 
other P.R.E. learner populations. 
2. The sample population of this study consisted of employees 
who voluntarily enrolled in a P.R.E. course. For that reason, 
generalization of the results of this study to potential 
P.R.E. learners may not be appropriate. 
3. The extent to which the evaluative instruments of this study 
measure information, attitude, or behavior change may be limited. The 
constructs of information, attitude, and behavior change may reflect 
the biases of the author(s) of the evaluative instruments. 
4. Learners may have chosen responses on the evaluative 
instruments that reflected "acceptable" versus accurate attitudes and 
behaviors. 
5. The evaluative instruments of this study do not adjust for 
the effectiveness of the facilitator/researcher in the participatory 
learner P.R.E. group. 
6. The evaluative instruments of this study do not adjust for 
the effectiveness of the various presentors/experts in the 
lecture/discussion P.R.E. groups. 
7. The evaluative instruments of this study do not adjust for 




2.1 CHAPTER OVERVIEW 
This chapter examines the derivation, the characteristics, and 
some of the problems associated with contemporary P.R.E. Towards 
those ends, this chapter first presents a summary of the development 
of P.R.E.—its historical context, its origin, its current 
direction(s) . Next is presented a description of contemporary P.R.E.; 
eight characteristics of P.R.E. are identified and then examined. 
Lastly, a ten-point critique of contemporary P.R.E. is presented. 
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2.2 A SUMMARY OF THE DEVELOPMENT OF P.R.E. 
"Leisure in Dignity" 
To understand P.R.E. and its requisite, retirement, it might be 
useful to examine the historical context of each. When Cicero wrote, 
"Leisure in Dignity," he could not have been advocating retirement 
with dignity for rich and poor alike; there were no retired poor in 
the Rome of his day. And, in actuality, the line is from De 
Senectute, a polemic in support of the aristocratic elders of the 
Senate. It has been noted that until these last two centuries, only 
those of the upper classes could realistically anticipate their 
seventh decade (Beauvoir, 1972; Brahce, 1983). Apart from the 
occasional beggar, the aged poor were virtually non-existant 
throughout recorded history in person and in artifact. Beauvoir, in 
Coming of Age, can find not one verse or other reference that is an 
articulation of the non-upperclass elderly prior to 1800—theirs was a 
voice that until recently was silent. 
The industrial revolution with its attendant democratic political 
institutions and its generation of capital, coincided with three 
preconditions for the possibility of retirement security for the 
non-upperclass elderly: one, longevity improved; two, the economy was 
gradually able to tolerate worker transfer to non-working status; and 
three, social insurance, in some form, became available (Brahce, 
1983). Although Thomas Paine urged universal pension coverage as 
early as 1796, it was, ironically, the needs of war and the fear of 
social upheaval—along with improved hygiene—that provided the 
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necessary impetus for the pension coverage that improved the quality 
of life for the non-upperclass elderly. The first pension systems 
were applied to the veterans of the mass-based wars of the nineteenth 
century—one suspects as much for want of future recruits as from due 
recognition of sacrifice. It was a considerable expense in many 
instances. As an example, the annual pension allocation for Civil War 
veterans of the Northern Army in some years exceeded 40 percent of the 
U.S. federal budget (Fischer, 1977). By the middle of the nineteenth 
century, various European nations, in a piecemeal fashion, extended 
pension coverage to civil servants and/or employees in especially 
hazardous industries. Finally, beginning in the 1880's, Bismarck 
initiated the first comprehensive national social insurance plan for 
German retirees in response to the socialist threat. Employers, 
employees, and the state contributed to the plan. Most of Europe 
followed Germany's example, though many of the subsequent pension 
plans were funded by general tax revenues as opposed to employee 
contributions. 
In the United States, the Social Security Act of 1935 was spurred 
by an odd coalition of proponents acting against the backdrop of the 
Depression—"American progressives and Russian socialists, serious 
scholars and California cranks, union leaders and enlightened 
capitalist. Ham and Eggers and the Fraternal Order of Eagles" 
(Fischer, 1977). Pension insurance for those other than veterans had 
been long perceived as an unjustifiable expense in this country. This 
despite recognition that large numbers of the elderly were destitute; 
in Massachusetts, for example, Fischer found that 92 percent of pauper 
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institution residents were over the age of sixty-five in 1910. 
Thus, it followed that the Social Security Act of 1935 was both a 
belated and a weak legislative measure as compared to its European 
predecessors. Its payments were low, it did not include health 
insurance, and whole sectors of the population were ineligible for 
coverage. More, Fischer concluded that its funding base was a 
regressive tax that was intended to preclude income redistribution. 
Yet that it existed at all was considered an accomplishment. Social 
Security appeared to have met with widespread approval. Labor 
realized benefits that included: a reduced workforce (Quinn & 
Burkhauser, 1983), greater promotional opportunities for younger 
workers, and economic security for retirees. Capital was unburdened 
of problem personnel decisions, and gained such plums as increased 
aggregate consumer demand and stabilization of the economy. Where 
once retirement had been a dreaded period for the great majority, and 
whereas previous to Social Security only a privileged few could 
anticipate a life in retirement without becoming dependent upon family 
or friends, seeking public assistance, or turning to private charity 
(Brahce, 1983), life after work began to look much less bleak. 
Geopolitical, labor, domestic, and academic concerns formed an 
important backdrop to the beginnings of P.R.E. in the post-World War 
II period. Internationally, American capital found itself in an 
enviable competitive position. With high return on foreign trade and 
investments, American industry could afford a certain leniency in its 
domestic labor relations. Labor, which had surged in the thirties and 
held itself in check during the War, had now apparently earned 
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partnership status with business and government. The three entered 
into a tripartite "Gentlemen•s Agreement" stage of labor relations, 
in exchange for the benefits so accrued (Charner et al., 1978), Labor 
was expected to put its "house in order." it did. Corrupt 
internationals were purged from both the AFL and the CIO. 
Communist-dominated unions were expelled from the CIO. Yet the 
red-baiting that characterized the latter expulsion simultaneously 
served to chill "shop floor activism," that is, the forced exodus of 
left-wing unions and unionists served to lower worker participation in 
the internal affairs of unions (Marquart, 1975). Increasing wage and 
benefit packages, however, seemed to quell any doubt among the 
majority of union members as to the merits of the trade-off. But then 
the country as a whole seemed in a "quiet" mood. The strength of 
industry, the internecine battles of labor, the change in national 
leadership, the exodus of women from the factories, the rise in 
consumerism, the Soviet hegemony in Eastern Europe, the triumph of 
Mao... each, in some way, helped shape and reinforce a political 
climate that was becoming ever more conservative in this country—a 
climate that was breeding espionage trials and loyalty oaths. 
Academia reflected that reality. Careerism was in favor, political 
and educational ferment were not. Progressive education was under 
siege. 
No longer an innovative alternative to existing educational 
methods, progressive education was an accepted practice in some 
American classrooms (Ravitch, 1983). And that acceptance fueled a 
public outcry. Community leaders, right-wing fanatics, back-to-basics 
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educators, and even the John Deweys who had been long associated with 
the movement found fault with the educational practice. Progressive 
education had long since lost its political counterpart, its community 
roots, and its bent for combining pragmatic and critical thought. 
With its political, community, and philosophical bases eroded, 
progressive education became evermore susceptible to attack. In 1948, 
the number of those attacks was beginning to accelerate (Ravitch, 
1983 ) . 
In that same year, Woodrow Hunter, of the University of Michigan, 
coined the term Pre-retirement Education for a lecture/discussion 
format of retirement preparation geared for pre—retirees. Also in 
1948, Clark Tibbets, at Ann Arbor, offered the first American course 
designed for older students (Brahce, 1983). Geriatrics had been 
recognized as a field of study since 1910 (Beauvoir, 1972), and social 
gerontology since the twenties. Yet the elderly as focus of academic 
study, as evidenced by a dramatic increase of dissertations on the 
subject, sharply accelerated in the 1940's (Fischer, 1977). The 
war-delayed effects of Social Security no doubt accounted for some of 
the burgeoning interest in this growing field. Yet contrary to what 
one might expect, the P.R.E. methods adopted by Hunter were neither 
new nor innovative. Instead, they harkened back to an earlier 
philosophy of education. Given the times, however, Hunter's choice 
seemed emminently pragmatic. Progressive education continued to lose 
credibility throughout the fifties. The 1957 American reaction to 
Sputnik signaled the nadir of progressive education in this country 
(Ravitch, 1983). Throughout this period, the P.R.E. methods chosen by 
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Hunter went unrevised. 
Educational experimentation returned with full force in the late 
sixties. P.r.e. remained unaffected. Possible explanations for the 
insulation of P.R.E. include: one, much of P.R.E. was either directly 
or indirectly employer-sponsored (industry leaders had been among the 
most vehement critics of progressive education); two, union 
sponsorship of P.R.E. in, at least, the early sixties was marginal 
(Brahce, 1983); three, on the campuses, educational reform was in 
large measure a response to the dissatisfactions of college students 
under the age of thirty—the availibility of college courses designed 
for older persons was low. While the sixties gave rise to vocal 
proponents of peace—the counterculture, civil rights, women’s rights, 
gay rights there was no comparable grassroots older person movement 
as such. Rather, the elderly exerted powerful legislative pressure 
via effective lobbying associations, e.g., via the American 
Association of Retired Persons (AARP) and the National Council of 
Senior Citizens (NCSC). The distinction between grassroots movements 
and lobbying associations may be the distinction between taking 
personal responsibility for social change and delegating that 
responsibility to a representative organization. Passage of the Older 
Americans Act in 1966 and periodic amendments to the Social Security 
Act are each testament to the power of those lobbying associations. 
With the founding of the Gray Panthers, older people began to 
collectively address the issues of ageism and disenfranchisement. 
This new orientation followed decades of emphasis on such traditional 
"bread and butter" issues as ERISA (Employee Retirement Income 
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Security Act of 1974). The issue of power (or the lack of it) and 
older people was pushed to the forefront. Empowerment of older 
persons was now the goal. That the movement for older person rights 
arose at all in the seventies surprises. Elsewhere other progressive 
movements were either disintergrating or in retrenchment. The 
"Gentlemen's Agreement" of labor relations was cancelled. Militant 
assembly line workers were confronted by lay-offs. Campuses were 
again "cauldrons of inactivity." 
It was during the seventies that one first finds appeals for 
P.R.E. methods that would reflect both the new agenda of older people 
and the latest retirement trends in the P.R.E. literature. With 
respect to the latter, there was reported research on: the 
determinants of retirement, the trend towards early retirement, the 
identification of early retirees, retirement-related gender 
differences, and the attitudes of pre—retirees and retirees towards 
part-time work. Age, final compensation, the value of the retirement 
annuity, and the availibility of an early retirement incentive program 
were identified as the four primary determinants of retirement 
(Reinhard, 1981). Both the receipt of Social Security payments 
(Busttess and Moffit, 1985; Sickles & Taubman, 1986) and the state of 
one's health (Sickles & Taubman, 1986) were associated with the 
decision to retire. There was a trend towards early retirement 
(Brahce, 1983). Women, employees from small communities, and 
employees who change jobs frequently tended to retire earlier than 
their counterparts (Schmitt, Coyle, Rauschenberger, & White, 
1979)—and within the workforce as a whole, there was a trend towards 
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job mobility (Haiiet, 1986). There were gender differences in: early 
retirement as mentioned above and by Fowles (1985), in job mobility 
(Underwood, 1984)—women changed jobs more often than men, and in 
coverage by employer-sponsored pensions (Fowles, 1985)-men were more 
often covered than women. Whether an employee would be willing to 
engage in part-time employment as retirement approaches was unclear 
(Holden, Bosworth, Mattern, & Green, 1982; Montgomery, Copperman, & 
Keast, 1981). One in three employees was opposed, was not inclined, 
or was unable to be employed after retirement (American Demographics, 
1986). Twenty-five percent of retirees were employed (Fowles, 1985). 
By 1982, growing awareness of the importance of P.R.E. concerns 
was in evidence: twelve of the forty-eight items contained in a U.N. 
Assembly on Aging resolution were concerned specifically with older 
person education and training (Fernau, 1983). And reports (Kenny & 
Portis, 1982; Kischke, 1982) suggested that the issue of P.R.E. and 
older person education was indeed international in scope. On the 
other hand, U.S. federal policy towards older people remained 
uncoordinated and without specified goals (Anderson et al., 1983), 
especially towards P.R.E., (Charner et al., 1981). Though P.R.E. has 
expanded considerably over the past twenty years (Hodges, 1982; 
Mackenzie, 1984; Phillipson, 1980), it still retains its original 
format (Johnston & Phillipson, 1983; Manion, 1981; Underwald, 1986). 
In 1981, Manion (1981) concluded that P.R.E. was in transition, and 
whatever its state then, its future was full of promise. To date, 
that promise has been partially fulfilled. Lombard (1985) reports 
that in Britain P.R.E. has made substantial advances in the past few 
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years. More private learning providers are offering P.r.e., an 
increasing number of unions are advocating P.R.E., the number of 
agencies and individuals affiliating with the Pre-retirement 
Association of Great Britain and Northern Ireland is steadily 
increasing, and there is a growing body of provocative audio-visual 
material available for loan to P.R.E. programs. 
A witness before a 1983 House of Representatives hearing on aging 
noted, "The need for pre-retirement planning may be the most central 
issue to be faced by our national efforts to come to grips with an 
increasingly [older] population in the days and years ahead." Yet the 
state of P.R.E. research in this country lags behind its European 
counterparts. There is a professional association of 
P.R.E. educators—the 300 member International Society of 
Pre-retirement Planners. Yet there is no national P.R.E. movement per 
se, unions have been slow to push for P.R.E. though—with an 
increasing number of unionized retiree chapters—that is expected to 
change, government has been lax in its support for P.R.E. in this 
country, and P.R.E. in this country has been slow to make use of 
innovative instructional methods. 
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2.3 CONTEMPORARY P.R.E. 
This section identifies eight characteristics of contemporary 
P.R.E. Those characteristics include: need, methods, content, 
learners, instructors, funding sources, learning incentives, and 
purposes. 
Need. Determining need for any type of educational endeavor is 
arbitrary under even the most rigorous of circumstances—and even then 
it often defies definition. For this paper, let P.R.E. need be 
defined as the disparity between what potential P.R.E. learners (and 
to a lesser extent, retirees, employers, and P.R.E. educators) want 
and what they get. Eighty-seven percent of employees not able to 
participate in a P.R.E. program, for want of availibility of such a 
program, thought such a program would be helpful (Prentis, 1980). 
Ninety-seven percent of workers, in general, thought P.R.E. would be 
useful (Fillenbain, 1971). Fitzpatrick (1980) reports that the 
overwhelming number of employees, when surveyed, have indicated a need 
for P.R.E. A national sample of employees indicated that above all 
most regretted not having planned more adequately for retirement 
(Olson, 1981). A survey of employers found that the majority believed 
that P.R.E. would meet the pre-retirement needs of their employees 
(Zippo, 1980). 
A second indicator of need is the willingness of employees to act 
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upon perceived need-, majority o£ surveyed employees have expresssed 
a willingness to participate in P.R.E. (Fillenbain, 1971; Fitzpatrick 
1978) . 
Methods. P.R.E. is not characterized by uniform educational 
methods. P.R.E. methods can be, and have been grouped with respect to 
such themes as instructor/learner interaction. The literature offers 
several categorizations of P.R.E. methods. One (Lynch, 1977), that is 
particularly helpful, groups P.R.E. methods within the four following 
parameters: 
Facilitative/Interactive—makes use of a 
facilitator, films, role playing, lecturettes, small 
group discussions and activities; 
Semi-Structured Stimulus/Discussion—makes use of 
informational input and groups small enough to carry 
on discussion; at times the group is leaderless, and 
at other times they are assisted by a convening 
person; central to the semi-structured 
stimulus/discussion model's process is the use of 
anecdotal case studies and a variety of pencil and 
paper activities addressing pre-retirement issues and 
potential retirement problems; audio-visual materials 
may be used; 
Presentation/Audience—utilizes the lecture 
and/or expert speaker for informational input; program 
structures provide for optional readings, question and 
answer periods, and guest speakers from local 
retirement-related agencies and organizations; and 
Individual/Resource—involves the reception of 
video-tape information by an audience assembled for 
the purpose of learning about pre-retirement issues. 
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A booklet is provided prior to the first session 
Discussion follows the videotape. 
Lynch's four categories do not accommodate individualized 
pre-retirement counseling. Counseling P.R.E., when considered along 
with the lecture/discussion model, accounts for the majority of 
contemporary P.R.E. programs. Nor do the four categories accommodate 
those methods that inevitably cross category lines, e.g., those 
P.R.E. programs that offer a lecture/discussion format followed by 
individual follow-up (Cox & Russell, 1982), those programs that seem 
to randomly combine lecture/discussion and individualized counseling, 
or those programs that modify Lynch's Presentation/Audience model by 
allowing for an intermediary panel of "semi-expert" question and 
answer leaders. 
In addition, there are P.R.E. methods or aspects of the same that 
are unique to a particular sponsor and that do not fit Lynch's 
categorization. Polaroid (Perkins, 1982) allows pre-retirees leave 
without pay in order to "rehearse" retirement as part of its 
P.R.E. program—P.R.E. as experiential education. Grumman 
incorporates home planning modules (P.R.E. exercises to be completed 
at home and then brought to class) as part of its P.R.E. program 
(Esteban Jr., 1985). Hull (1980) writes of a P.R.E. program that 
utilizes a retirement information "hotline." Blauvelt and Waszak 
(1979) describe a P.R.E. program that begins with a group facilitative 
format and ends with a "graduation" dinner. 
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Content. When Woodrow Hunter in 1948 initiated the first 
P.R.E. program, his lecture/discussion model covered seven topics in 
seven sessions. The range of topics typically offered has not 
significantly changed since that time (Manion, 1981). A review of 
P.R.E. program content (Cox & Russell, 1982; Fitzpatrick, 1978; 
Reichert, 1979; Tiberi, Boyack, & Kershner, 1978) in general, and 
labor union-sponsored P.R.E., in particular, supports that claim. One 
might add that in addition to Hunter's course content areas (housing, 
financial planning, health, emotional aspects, leisure time, social 
security, and legal affairs), there are some dozen other topics that 
appear now and then in the literature; death and dying, family 
relations, widowhood, handicap and disability status, ageism, an 
overall view of retirement, time management, educational 
possibilities, alcoholism, medicare and medicaid, sexuality, diabetes, 
volunteer work, other income-generating possibilities, consumer 
education, and senior citizen governmental agencies. 
It should be noted that a review of handouts and other written 
materials disseminated by labor union-sponsored P.R.E. programs in 
1985 and collected for this study suggests that save for social 
security information, much of the content of these materials is often 
simplistic, non-controversial, bland, and dated. 
Learners. Demographic variables that help identify the learner 
population in P.R.E. include: gender, age, race, level of formal 
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education, labor force history, employer size, and class. Morrow 
(1981) found that in a mid-Western University setting, women and older 
learners attended a P.R.E. program in higher numbers than 
expected-given their percent of the potential learner population. On 
data reported by French (1980), it is possible to infer that formal 
educational attainment is higher among pre-retirees than retirees. 
Hunter suggests that P.R.E. participants have already extensively 
prepared for retirement and seek confirmation of that preparation, 
rather than the acquisition of new skills from a P.R.E. program 
(Phillipson, 1980). Kasschau (page 46, 1974) points out that, "people 
with negative or neutral attitudes subject to possible influence are 
strongly unlikely to expose themselves to" P.R.E. 
Employees of small to medium size corporations have less access 
to P.R.E. programs than do employees with large corporations 
(Stecklein, 1978). Employees who are in and out of the labor force, 
and employees who are blue-collar (Phillipson, 1980) have less access 
to corporate-sponsored P.R.E. programs. One can infer, then, that 
employees with small-medium employers and employees who are in and out 
of the labor force are underrepresented as a population in 
P.R.E. programs. 
There is support, albeit indirect and limited, for the assertion 
that women, Blacks, Native Americans, and low-income people are each 
underrepresented in P.R.E. programs. In a study of the differences 
between participants and non-participants in the Chrysler-UAW program, 
it was found that males tended to participate more than females 
(Cokinda, 1973). Blacks, who receive less pay and suffer more serious 
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health problems than whites across every socio-economic category, 
simply are less likely to retire than whites (Parnes, Fleisher, 
Milgus, and Spits, 1968). Blacks may therefore be underrepresented in 
P.R.E. programs. Native Americans, responding in a survey o£ Oklahoma 
residents, scored lower in every category of preparation for 
retirement than did Whites (Zitzow & King, 1984). Reichert (1979) and 
others have urged homogeneity of learners in a particular 
pre-retirement session. Perhaps that explains why Fitzpatrick (1979) 
found that hourly employees were excluded from some 22 percent of 
corporate-sponsored P.R.E. Given that most P.R.E. is sponsored by 
private industry and/or labor unions in this country, and access to 
those P.R.E. programs is contingent upon employment/association with 
those sponsors, then the following groups may be under-represented in 
P.R.E.: women, low-income earners, and the unemployed. It should be 
noted, however, that Morrow (1981) found that 54 percent of 
P.R.E. programs allowed spouse participation. And there have been 
calls to increase that percent (Reichert, 1979). Given the 
underrepresentation of women in the workforce, and in P.R.E. programs, 
it is not surprising that more women (53 percent) than men (32 
percent) had no idea of of what incomes could be anticipated in 
retirement (Olson, 1981). 
Assorted other findings in the literature related to P.R.E. 
learner populations include: sex roles influence both retirement 
preparation and activities (Kage & Monk, 1984); employees between the 
ages of forty and fifty have been identified as those at the threshold 
of intense interest in both the future and in retirement (Anschell, 
27 
1983); 50 percent of a sample population of farmers changed 
expectations of what to expect for retirement in a four-year period 
(Goudy, 1982). 
Instructors. Who are the P.r.e. instructors? The 
P.R.E. literature sheds little light on instructor characteristics 
such as income, formal education, educational philosophy, and views on 
retirement. There are indications, however, of the relation between 
P.R.E. program funding source and instructor occupation. In-house or 
professional non-academic consultants are preferred by business 
(Arnone, 1982). Stecklein (1978) found that, in general, larger 
companies (those with over 5,000 employees) prefer in—house 
instructors; medium size companies (250—5,000 employees) are most 
interested in acquiring the services of outside educational 
consultants; small companies (less than 250 employees) can't afford 
either option. Eighty-one percent of all companies preferred in-house 
instructors, second professional consultants, third choice—college 
instructors. Kenny (1978) believes that it is important that 
instructors have the support of the company's senior managers, no 
matter if those instructors are in-house or contracted out. 
How does business choose outside consultants? Raffel (1982) 
advises, in a business journal, that poise, appearance, intelligence, 
and the ability to communicate be weighed in the selection 
process—also: humor, willingness to listen, and empathy. 
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Dennis (1986), an academic and a consultant, recommends certain 
P.R.E. instructor attributes that are rarely mentioned in the 
P.R.E. literature. She advises that among other listed attributes, 
P.R.E. instructors ought to believe that both middle-aged and older 
people are able to solve their own problems and manage their own 
lives, be aware of their own limitations, and have completed their own 
P.R.E. 
Labor unions, on the other hand, seem more willing to utilize 
academics, outside specialists, union staff members, and their own 
membership as instructors in its general labor education programs 
(Shore, 1979). 
Labor/management co-sponsorship of P.R.E., of which the pilot 
project at Scovill Manufacturing and a program at Chrysler (Business 
Week, 4-24-78) are examples, offers still more diversity in the 
choosing of instructors. At Scovill, academics trained 
P.R.E. facilitators who were from management, the union, and the 
community (Hunter, 1965). 
Finally, Kasschou (1974), in her survey of P.R.E., concluded that 
the vast majority of P.R.E. instructors in industry had never had any 
special training with pre-retirement/retirement issues or in the 
acquisition of P.R.E. teaching skills. 
Funding Sources. P.R.E. programs in this country are sponsored 
by a variety of organizations: commercial, financial, and industrial 
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institutions, labor unions/associations, higher education institutions 
(departments ot labor relations, adult education, gerontology, as well 
as university extension services), and community institutions (public 
school systems, churches, private beneficent organizations). 
In a 1978 survey, Fitzpatrick found that 29 percent of businesses 
surveyed offered some sort of pre-retirement preparation, another 52 
percent were planning to offer such a service. Six years later, 
Underwood (1984) reports that only one in three companies offered 
P.R.E. programs; and a majority of those, Underwood believes, are 
intended to expedite early employee departures. Twenty-seven percent 
of companies in a 1978 survey by Stecklein said that cost was not a 
factor in offering educational services to employees. Further, there 
seemed to be no relation between the type of business and the 
existance of educational opportunities for employees. On the other 
hand, Siegel and Rives (1980) found a correlation between type of 
business and propensity to offer P.R.E. Service-type corporations had 
approximately double the rate of P.R.E. sponsorship as manufacturing 
corporations. Within the service sector, the availibility of 
P.R.E. was as follows: financial: 18 percent, retailing: 17 percent, 
life insurance: 68 percent, commercial banking: 68 percent, 
transportation: 43 percent, and utilities: 59 percent. Underwood 
(1984) suggests that responsibility for retirement preparation should 
shift away from business. He argues that pre-retirees ought to become 
more self-reliant and less dependent upon the resources that business 
has to offer. 
In 1970, a survey of unions with over 200,000 members claimed 
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that only three, in addition to the AFL-CIO as a fourth, sponsored any 
type of P.R.E. (Brahce. 1983). A recent review of union sponsorship, 
conducted for this study, suggests that an increasing number of unions 
are sponsoring P.R.E. Six of 17 international AFL-CIO labor 
organizations reported on-going P.R.E. programs. 
Cox and Russell (1982) claim that university-sponsored P.R.E. 
programs have advantages over other forms of sponsorship: university 
consultants are knowledgeable in specific subject matters, 
instructional techniques, and adult development; university 
consultants are available for further counseling or follow-up; and 
sessions can be offered in community locales. Oregon's Center for 
Gerontology, the University of Southern California’s Andrus 
Gerontology Center, the University of Michigan's Institute of 
Gerontology Center, the Harvard Institute for Learning in Retirement 
(Brahce, 1983), and the Labor Relations and Research Center at the 
University of Massachusetts/Amherst have each put together retirement 
packages. Mokert (1974) believes that the community college is the 
middle ground for P.R.E.—management sends mixed signals when it 
mentions retirement to employees. A community college may be 
perceived by employees as a more neutral institution. Charles Odell, 
former director of the Retired and Older Workers Department of the UAW 
(United Auto Workers) also believes that the responsibility for 
P.R.E. should not rest with unions or management, but instead with 
community organizations (Mokert, 1974). 
Others argue that government has failed to promote P.R.E. in 
spite of Congressional Hearings that suggest that such support is 
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warranted (Manion, 1981). While there is little in the 
P.R.E. literature to indicate support for direct federal government 
sponsorship of P.R.E., there is support for the underwriting of 
P.R.E. programs by the federal government in the form of educational 
tax credits (Teaff & Johnson, 1983). And, in fact, ERISA, with its 
provisions for benefits explanation, is a step towards government 
intervention in pre-retirement policy-making (Reichert, 1979). 
Manion (1981) found that only a few non-profit organizations 
offer programs designed to be an educational experience. The National 
Council on Aging (NCOA), in collaboration with both business and 
labor, has put together a retirement package (Brahce, 1983). This 
package is an example of cooperative P.R.E. efforts on a national 
level, between labor and management. 
Learning Incentives. According to Charner (Charner et al., 
1978), employees value education in and of itself, and are therefore 
willing to participate in general education programs. This finding is 
consistent with survey results that indicate that a large majority of 
employees would like to participate in a P.R.E. program. These two 
references suggest a question: What sponsor-provided incentives 
promote greater participation in general education programs, and in 
P.R.E.? 
Monetary incentives, in the form of tuition reimbursements and 
promotion opportunities (Johnson County Community College, 1983; 
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Rosow, 1979; Witt*. 1979), and adequate information dissemination and 
counseling (The Worker Education and Training Policies Project, 1980) 
are linked to increased attendance in employer-sponsored training 
courses. Looking at AFSCME (American Federation of State, County, and 
Municipal Employees) District Council 37, Kimberly-Clarke, and 
Polaroid as examples of general education sponsors whose programs 
elicited high rates of employee enrollment/attendance, Wirtz (1979) 
found that all three sponsors incorporated their tuition-aid programs 
within a larger set of objectives, that is, each sponsor was clearly 
committed to employee education and was willing to demonstrate that 
committment via supportive personnel/union policies. 
Shore (1979) reviewed the AFSCME District Council 37 program and 
identified the following sponsor-initiated program incentives: good 
publicity of program, continuous availibility of counseling (to 
address the special needs of employees who may have been out of a 
classroom situation for years), provision of academic credit for 
completed coursework, letter of course-related reference for the 
employee's personnel file, and employee-convenient scheduling of 
course times and locations. 
Purposes. It appears that employers, private consultants, 
government officials, academics, and unions do not share a common set 
of P.R.E. objectives. 
A 1980 survey of personnel directors of the Fortune 1000 found 
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that more than 50 percent of respondents said that the goals of 
P.R.E. were: one, to improve relations with employees; two, fulfill 
social responsibilities; three, enhance the corporate image; four, 
reinforce employee morale and productivity. A minority (31 percent) 
believed that P.R.E. could be a means to induce early retirement of 
non-productive employees. Clearly, the named reasons are 
sponsor-centered (Manion, 1981). The personnel journals are slightly 
less blunt. Arnone (1982) believes that the advantage of P.R.E. to 
employees is: that employee morale increases, it makes decisions on 
early retirement easier, it reduces the impact of such negative 
decisions as plant relocation, it lessens pressure on the company for 
individual assistance, it keeps employees loyal to the company, and if 
employers fail to offer P.R.E., then employees might be more likely to 
unionize. Esteban Jr. (1985) believes that management values 
P.R.E. because P.R.E.: demonstrates corporate concern, gives viable 
proof of a social conscience, maintains an open environment in the 
workplace, and boosts morale and productivity. Hall (1980) reports 
that the impetus for employers to sponsor P.R.E. may be its 
preventative significance in forestalling court cases, new labor 
demands, and general employee dissatisfaction. 
When private consultants write of P.R.E., they tend to be either 
non-judgemental ("the objective of P.R.E. are sessions on legal, 
financial, health and welfare planning, and continuing education.") 
or very generalized. As an example of the latter, Peterson, a 
P.R.E. consultant, lists some positive changes that may result from 
P.R.E. programs: 
34 
1• Better understand 
occur as a result of aging 
ing of normal changes that 
and retirement. 
2. Planning and interpersonal skills, and 




3. A personal plan for retirement. 
4. A positive attitude towards retirement and 
t e potential for continued success and growth. 
5. Successful adjustment to retirement (Imel, 
1983). 1 ' 
Government and private institute officials also take neutral 
positions vis-a-vis P.R.E. goals—albeit ones cloaked in officialese. 
Hwalek and Firestone (1982), in a study for the Social Security 
Administration, write, "Retirement planning sessions should 
incorporate social issues such as human relations and interpersonal 
communication along with the economic issues." Kenny (1978), who was 
associated with the Ontario Ministry of Education, observes, 
Pre-retirement planning is very important to employee morale and 
efficiency." 
Academics, however, sometimes express P.R.E. goals that seem more 
learner than sponsor-centered. Mobily (1984), states, "Ideally, 
P.R.E. might help both minimize identity difficulties and learned 
helplessness." 
There is lttle in the literature that summarizes Labor's purposes 
for P.R.E. One assumes that Labor does not share such employer goals 
as inculcating loyalty to the employer and dissuading employees from 
voting for a collective bargaining agent. One union P.R.E. manual 
reads, " a local or district lodge pre-retirement program can provide 
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a valuable and needed service to members. Such a program will not 
only answer older members' questions and doubts, but help them to 
recognize... another and even more rewarding phase lies ahead... The 
purpose of a local or district lodge pre-retirement program is to 
provide that preparation." 
2.4 A CRITIQUE OF CONTEMPORARY P.R.E. 
Contemporary P.R.E. can be both commended for its accomplishments 
and faulted for its shortcomings. With respect to the latter, ten 
problems associated with P.R.E. will be identified and examined. 
Those ten problems include: limited availibility, low rates of 
enrollment/attendance, low in-class participation, limited learner 
control, limited attitudinal change effectiveness, as well as the 
following contradictions—active retirement versus passive P.R.E., 
independence in retirement versus dependence in P.R.E., transitional 
P.R.E. aims versus non-transitional P.R.E. practices, democratic 
P.R.E. ideals versus undemocratic P.R.E. practices, progressive 
P.R.E. aims versus non-progressive P.R.E. practices. 
The first five problems are each derived from a perception that 
P.R.E. has failed to meet a standard of performance set by the author. 
Support for those standards varies in the P.R.E. literature. While 
there is broad support in the P.R.E. literature for critiquing 
P.R.E. vis-a-vis availibility, enrollment or attendance, and 
attitudinal effectiveness, there is less support for employing 
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in-class participation as a standard, and virtually no mention of 
employing learner control as a standard. Throughout this thesis, 
in-class participation and learner control are understood as 
indicators of learner involvement in P.R.E. 
Problems six through ten are each derived from a perception that 
P.R.E. fails to practice what it preaches. The discrepancy between 
the two is an example of what Wideman (1970), in reference to 
counselor education, terms reflexive incoherence. Wideman maintains 
that mixed messages are relayed by instructors when formal 
instructional methods (e.g., the lecture/discussion format) are 
utilized in an attempt to realize experiential learning. He argues 
that the mixed messages are unintended, and therefore an unconscious 
instructional practice. Mixed messages may be a consequence of direct 
tuition or may be more subtlely implied by the instructor. In any 
event, the discrepancy between what is practiced and what is preached 
may undermine the learning process (Roose, 1985; Wideman, 1970). 
Limited Availibility. Despite an apparent need for P.R.E., its 
availibility is low. A 1977 survey of 800 companies revealed that 12 
percent offered no P.R.E., 53 percent offered no more than bare bones 
financial data, another 24 percent added basic health information to 
the financial data, another 8 percent added written materials, and 15 
percent offered either group or individual counseling within the 
framework of Hunter's original topic areas (Montana, 1982). Of 450 
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£ir.s survey by Fitzpatrick in 1979, 29 percent o££ered s<Jmc type pf 
P.R.E. to employees. In . l980 survey of the American Association o£ 
Personnel Administrators, 33 percent reported that their companies 
offered P.R.E. (Manion, 1981). Underwood (1984, reports that oniy one 
in three companies sponsored any type of P.R.E. He also reports that 
most companies do not even make retirement-related literature 
available to employees. Finally, several studies found that only 10 
percent of the workforce has access to any type of P.R.E. (Quinn & 
Burkhauser, 1983; Teaff s Johnson, 1983). The discrepancy between the 
survey results may be explained, in part, by the employer survey 
response rate. One might infer that given, for example, the 34 
percent response, rates of availibility are skewed upward—assuming 
that those companies with P.R.E. programs are more likely to respond. 
Also, Manion (1981) and others suggest that the larger the company, 
the greater the availibility of P.R.E. Cost may be less of criterion 
for P.R.E. sponsorship among large-size companies (Strickland, 1978). 
For other potential P.R.E. sponsors, cost is an important 
consideration. Further, non-profit organizations and labor unions, 
unlike for-profit businesses, can not partially deduct P.R.E. on tax 
filing statements (MacKenzie, 1984). Given that Manion surveyed 
companies with personnel departments, his results might tend to 
exaggerate the availibility of P.R.E. An interesting footnote is 
provided by Ossofsky (1980), who wrote that a NCOA study reported that 
69 percent of CEO's (chief executive officers) indicated that their 
companies offered P.R.E., while 34 percent of the personnel directors 
from that same sample indicated P.R.E. availibility! Local surveys, 
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such as one in the Dailas area (Berkeley, i960,, tend to corroborate 
the national findings of P.r.e. availibility. 
Age, occupational status, and type of program affect the 
availibility of P.r.e. Morrison (1975) found that in a typical 
"enlightened” corporation, the pre-retirement program was not made 
available to employees under the age of sixty. This despite claims 
that availibility at such late age undermines the planning aspects of 
P.R.E. (Kiechel, 1985; Mikelman, 1981; Randall, 1981; Siegel & Rives, 
1980). Fitzpatrick (1979) found that 22 percent of companies with 
P.R.E. limited availibility to salaried employees. Of companies 
intending to begin a pre-retirement program, 21 percent planned to 
exclude its non-salaried employees. The availibility of comprehensive 
P.R.E. is very low most offered pre-retirement programs are either 
simply individualized counseling or lecture/discussion P.R.E. 
A survey of union sponsorship of P.R.E. programs, undertaken as 
part of this study, supports the claim that most unions have failed to 
make P.R.E. available to their membership. Richardson et al. (1979) 
found that universities have likewise failed to sponsor P.R.E. 
Low Rates of Enrollment/Attendance. There are a variety of 
reasons why employees fail to utilize available employer, union, or 
academic sponsored educational assistance of any kind: one third of 
employees are unsure about eligibility for educational programs, 50 
percent of employees claim that management does not offer enough 
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encouragement, and 34.5 percent express scheduUng/work flexibility 
problems (MacKenzie, 1984); there exists a lack of communication 
between management and workers (Paul, 1983); employee fear of failure, 
employee low self-confidence, physical limitations, stereotypes, and 
lack of adequate childcare may depress enrollment (Charner et al., 
1978). Consequently, only 4-10 percent of employees participate in 
any type of tuition-aid program. 
Low attendance in P.R.E. seems to be common (Industry Week, 1980; 
Raffel, 1980), though one study claims relatively high rates of 
P.R.E. attendance in the United States (Rives & Siegel, 1980). 
Possible reasons for low enrollment and attendance in P.R.E. include: 
inconvenient scheduling of courses, no provided work release time, the 
non-viability of retirement for certain populations, psychological 
blocks, the failure of P.R.E. to address the specific needs of certain 
populations, age restrictions placed upon enrollment, and the 
perception by employees that P.R.E. programs may be used by management 
as a tool to pressure employees into retirement. Two-thirds of 
employer-sponsored P.R.E. is offered during worktime (Fitzpatrick, 
1978) despite clear employee preference for early or late weekday 
evenings or weekends (Fitzpatrick, 1979). Other experts in the field, 
however, have concluded that P.R.E. attendance rates would improve 
with the provision of work release time to enrollees—although 
attendance by learner partners might thereby be depressed. The 
labor-education programs offered by AFSCME District Council 37 
illustrate that when employee scheduling needs are met, rates of 
attendance and enrollment increase (Feldman, 1983). Kightlinger 
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(1983) suggests that the provision of release time for P.R.E. learners 
would increase P.R.E. enrollment. Certain demographic populations, 
such as Black males, do not, as compared to Whites, consider 
retirement a viable lifestyle option (Parnes et al., 1968)—and 
therefore might be unwilling to enroll in P.R.E. programs. Potential 
P.R.E. enrollees may deny, ignore, or withdraw from pre-retirement 
programs or claim adequate adjustment (Reichert, 1979). Employees may 
shy from P.R.E. for fear of admitting to the aging process, fear of 
being pressured into making retirement decisions, or because of 
feelings of futility in planning for the unknown (Raffel, 1980). 
Certain potential learner populations, for example female employees, 
may have special pre-retirement/retirement needs (Anderson, 1981; 
Olson, 1981) e.g., confronting both ageism and sexism, and 
widowhood that are usually not addressed in P.R.E. (Johnson & 
Price-Bonham, 1980; Phillipson, 1980). This unfulfilled need is 
recognized as a problem (Reynolds, 1981). In response, there are 
urgings that a P.R.E. be developed that is specifically aimed at 
female learners (Brahce, 1983; Johnson & Price-Bonham, 1980; 
Phillipson, 1983). Late entry age for pre-retirement programs may 
truncate the planning aspects of P.R.E. (Morrison, 1975) and thereby 
dissuade potential learners from participating. And perhaps contrary 
to the above references, Morrow (1981) reports that willingness to 
attend a P.R.E. session is not a function of one's background, 
lifestyle, or attitude towards work. 
Finally, one may argue that limited availibility of financial aid 
for P.R.E. learners may depress enrollment in P.R.E. programs. While 
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there is Uttle research on the availibUity of flMneU1 aid 
per se, there are indications o£ the availibUity of non-specific 
financial aid for employees. Charner (1978) reported that 90 percent 
of companies surveyed offered tuition-aid programs, yet despite this 
availibility of tuition-aid, charner also reported that few collective 
bargaining agreements provided for tuition-aid assistance. In a 
survey of 1,823 major collective bargaining agreements, Jacobs and 
Cowder (1977) found that 344 or 18.3 percent contained specific 
provisions for education and training. McCarty (1980) reports that 50 
percent of employers in one particular county offer some type of 
financial assistance assistance for employee educational endeavors. 
Wirtz (1979) found that only 5-10 percent of employees are covered by 
any type of tuition-aid programs. Thus, the research on the 
availibility of some type of educational financial aid for employees 
is mixed. 
Low Rates of In-class Participation. There is scant direct 
research in the P.R.E. literature that assesses either the quantity or 
quality of P.R.E. learner in-class participation. It’s possible to 
infer from the literature, however, that the quantity of learner 
in-class participation is low. This inference is supported by 
descriptions of the lecture/discussion format in the literature as 
well as by recommendations to improve P.R.E. cited in the literature. 
When lecture/discussion workshops are described as 
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P ^ 20 nt 31 ions " (Arnon© aj n n 0 . 
' ' i982)' and P-R-E* learners are collectively 
described as an "audience- (Reichert, 1979), one infers that the 
presentor dominates in-class discussion while the presentees passively 
listen and perhaps occasionally participate during in-class 
discussions. Siegel and Rives (1980) report that 90 percent of 
surveyed firms thought that improvements were needed in their 
P.R.E. programs. To that end, suggestions for improvement included: 
promote greater depth of content, encourage active particWi™ Ky 
attendees (emphasis added], and implement counseling sessions. 
One suspects that the quality of learner in-class participation 
suffers because of the learning environment. The lecture/discussion 
format is not conducive to encouraging other than strictly academic or 
practical questions and answers. The lecture/discussion format offers 
little structural or collective support for expressing emotions in 
class (Johnson & Price-Bonham, 1980; Merikangas, 1983)—even though 
few would doubt that a significant number of pre-retirees experience 
retirement anxiety. Few P.R.E. courses encourage, and few 
P.R.E. educators seem to recognize the importance of, learners 
offering and receiving intellectual stimulation as well as emotional 
support from fellow learners. Grumman, as one example, offers a 
P.R.E. program in which many of the course exercises are completed at 
home, away from fellow learners (Esteban Jr., 1985). 
Further, contemporary P.R.E. has not employed innovative methods 
in the attempt to increase learner participation. Such methods might 
include increasing "out-of-class" group participation as well as 
"in-class" participation. Yet contemporary P.R.E. has failed to 
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experiment with out-of-class group participation projects. The 
reported success of two such non-P.R.E. projects involving adult 
learners-the United Auto Workers self-education project at Harmon 
International and the health and safety project sponsored by the 
Foundation for the Improvement of Post-Secondary Education 
(Cohen-Rosenthal, 1982)—is welcomed, it suggests that the concept of 
learner class participation ought to be broadened to include 
"out-of-class" group participation. It also suggests that innovative 
means of encouraging class participation ought to be explored. 
Finally, the priority given to learner participation in many 
lecture/discussion P.R.E. classes is perhaps best illustrated by the 
symbolic as well as the literal delegation of learner questions and 
comments to the back of workshop presentations. 
Limited Learner Control. There is very little in the 
P.R.E. literature to suggest that any contemporary P.R.E. model 
encourages learners to design and/or implement P.R.E. courses. Of 450 
surveyed firms, none were in part or in whole designed or implemented 
by pre-retiree learners—those functions were for the most part 
performed by personnel departments (Fitzpatrick, 1979). In effect, 
learners in contemporary P.R.E. have very little control over the 
structure of the learning process. It is somewhat ironic, then, that 
when personnel departments employ participatory techniques such as the 
"decis ion-tree" to facilitate P.R.E. planning, P.R.E. learners are not 
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invited to participate in the planning process (Pettier , Ford, 19aS). 
Limited learner control is reflected in both P.R.E. course format 
as well as in the descriptions of that format. The expert/student 
lacture/discussion mode of P.R.E. i„vests authority in the "expert." 
Given the long-term predominance of this P.R.E. format (Manion, 1981), 
the statistics on learner control should not be unexpected. Likewise, 
when learners are referred to as an "audience" and the pre-retirement 
sessions as a "presentation" (Kenny, 1978), one suspects that the 
research, the language, and the design of P.R.E. not only reflect a 
low rate of learner in-class participation, but indeed reflect a 
minimum of learner control. Contemporary P.R.E. is characterized by 
instructor-dominated educational methods. One consequence of limited 
learner input may be perceived scheduling problems associated with 
P.R.E. whereas 56 percent of employees prefer early evening classes, 
24 percent weekday classes, 13 percent weekend classes, and 7 percent 
late evening classes, two-thirds of pre-retirement sessions are 
offered the during the day by employers (Fitzpatrick, 1979). One 
observes that Fitzpatrick does not appear to account for work release 
time scheduling options. 
There are P.R.E. models that allow some learner control. 
Learners can prioritize curriculim topics from a prepared list in an 
Ontario study (Kenny, 1978). Union members can evaluate adult 
education courses offered by AFSCME District Council 37 (Shore, 1979). 
One notes that retiree groups in Britain have revived the 
Victorian concept of self-help, and in so doing, have initiated a form 
of retiree education in which retiree and senior citizen groups 
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as a resource for others 
identify and meet their own needs, and act 
(Keane, 1982). Contemporary P.r.e. has yet to 
concept of self-help. 
effectively employ the 
Limited Attitudinal Change EffectivPnp.. what follows ifl an 
introductory statement pertaining to the effectiveness of tuition-aid 
programs in general. Next is presented a very brief overview of the 
effectiveness of contemporary P.r.e. in preparing employees for 
retirement (i.e., in promoting information, attitude, and behavior 
change) . 
Tuition-aid programs, that is, employee educational assistance, 
in general, has been found to contribute to improved job performance, 
personal development, and job satisfaction (MacKenzie, 1984). The 
literature on whether contemporary P.R.E. programs effectively prepare 
employees for retirement, however, is mixed, even inconclusive 
(Morrow, 1981). Yet there are aspects of preparation for retirement 
effectiveness upon which the findings do agree. 
First, learner evaluation of P.R.E. is positive (IBM, 1981; 
Poser, 1983; Prentis, 1980) in rates varying between 80 and 90 percent 
in some studies (Brahce, 1983; Jarvis, 1983). 
Second, various contemporary P.R.E. models have been found 
effective in promoting knowledge acquisition and behavior change 
related to retirement preparation (Glamser & DeJong, 1975; Manpower 
Administration, 1970; Milne, 1977; O'Rourke & Friedman, 1970). 
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to be 
Third, the lecture/discussion P.R.E. model has been £ound 
either ineffective when matched against control groups in terms of 
attitudinal change (Brahce, 1983, Glamser « Belong, 1975, Kalt S Kohn. 
1975, O'Rourke s Friedman, 1970) or believed to be relatively 
ineffective when matched against more facilitative-oriented models 
that require learner participation and emotional involvement (Brahce, 
1983, Dover, 1981, Owen, 1979, Poser. 1983). In addition. Kasschau 
(1974), after reviewing the literature related to p.r.e. 
effectiveness, concluded that contemporary P.r.e. is essentially 
ineffective in terms of attitudinal change. Hunter, in a longitudinal 
study, failed to find sustained attitudinal change among 
P.R.E. learners. And Mack (1958) found that the lecture/discussion 
model was least effective in terms of attitudinal change. 
It should be noted that several studies have found correlations 
between attending a P.R.E. course and higher ratings on life 
satisfaction (Brahce, 1983; Glenn, 1984; Smith-Knowles, 1980) and 
positive changes in adjustment (Manpower Administration, 1970). Of 
course, correlations of this nature do not necessarily suggest 
attitudinal change because of P.R.E. attendance. 
Given the findings, some in the field of P.R.E. conclude that 
current P.R.E. efforts are inadequate (Olson, 1981) or without 
demonstrated effectiveness (Poser, 1983), and therefore urge further 
P.R.E. research (Fawdry, 1981). To underscore this last point, Olson 
(1981) recounts a study in which the employees who had attended a 
formal P.R.E. program did not remember, upon retirement, that they had 
attended, and did not know whether the program had been helpful. It 
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should be noted that in 
P.R.E., both employees 
spite of positive learner evaluation 






believe that P.R.E. can and should be improved. Mikelman 
' PhilliPson U980), and Dennis (1986) have all pointed towards 
sing learner involvement in P.R.E. as a means towards improving 
P.R.E. 
Active Retirement versus Passive P.R.E. The presumption that 
retirees are passive is recognized as a damaging stereotype in the 
P.R.E. literature. Throughout its short history, P.R.E. has struggled 
to counter that stereotype. Woodrow Hunter espouses the ideal of 
retiree as active citizen. The founder of P.R.E. advocates that 
retirees promote social change (Hunter, 1960). Yet there are those 
that suspect that P.R.E. unintentionally feeds into that stereotype by 
consigning learners to passive roles in P.R.E. course design, 
implementation, and evaluation. Workshop instructors not uncommonly 
employ teaching methods that fall between rote learning and lesson 
inculcation techniques. In addition, contemporary P.R.E. feeds into 
the retirees—are—passive stereotype in more subtle ways. If sexual 
practices in retirement are a powerful indicator of active retirement, 
one suspects and then finds (Reichert, 1979) that few P.R.E. courses 
discuss sexuality in retirement. If choosing one's own retirement 
lifestyle is an indicator of active retirement, one finds support for 
the conclusion that contemporary P.R.E. may not be appropriate for 
encouraging a "diversification of lifestyles" (Phillipson, 1980). 
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Contemporary P.R.E. often sends conflicting si9nals with respect to 
the socially pervasive image of older person as helpless dependent, 
i.e., older person as dependent upon family, friends, government 
subsidy, hospital care, etc. while informing pre-retiree learners via 
lecture and counseling situations that such imagery is misleading and 
that retirement should instead be a time of independent living, the 
very methods by which such information is transmitted sends another 
message: we as expert professionals in P.R.E. know what is best for 
you. In other words, while inveighing against one type of dependence, 
P.R.E. instructors nurture dependence within P.R.E. itself. Given 
that first schooling and then the work situations of many employees 
may cultivate a similar dependence, the teaching methods employed by 
contemporary P.R.E. feed into a cycle of dependence from which the 
employee may be hard pressed to escape. Schooling, employment, and 
P.R.E., then, in never having presented alternatives to dependence, 
may each be responsible, in part, for its continuance. 
Transitional P.R.E. Aims versus Non-transitional 
P.R.E. Practices. P.R.E. is intended to assist employees in making 
the transition from regular employment to retirement. It is accepted 
in the P.R.E. literature that such a lifestyle transition is 
facilitated by: the acquisition of information related to that change, 
positive attitudes towards making that change, and the undertaking of 
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actua! preparations tor mat change. ret an, P.R.E. that claims tQ 
promote information, attitude, or behavior change ought to delineate 
change towards what end and from what context. That is. P.R.E. ought 
to connect a retirement future to a present employment situation. 
With respect to the latter, P.R.E. ought to be grounded in an 
understanding of the dynamics of the workplace. It is not at all 
clear, however, that the practices of contemporary P.R.E. reflect such 
an understanding. For lecture/discussion P.R.E. does not readily 
allow the learner to contrast, and thus gain insight from, employment 
and retirement lifestyles. Nor does contemporary P.R.E. act to 
counter the negative effects of employer/employee relations on the 
adult learning process: specifically, most non-professional employment 
in this country is identified by: employer-directed work assignments, 
employer-directed time management, and employer-centered initiation of 
and responsibility for work activities. Further, most 
non-professional employment entails a loss of on-the-job autonomy and 
self-direction a trend that shows no sign of abating in this century 
(Braverman, 1974). A review of contemporary P.R.E. content suggests 
that few P.R.E. courses explore how an employee, after a worktime of 
receiving rewards for following directions, begins to cope with the 
expectation that as a retiree s/he initiate, plan, direct, and be held 
responsible for productive and leisure activities alike. 
With respect to the negative effects of employer/employee 
relationS/ Cohen-Rosenthal (1982) has noted that when one substitutes 
"manager" for "teacher" and "worker" for "student" in Freire's list of 
banking education attributes, one produces a frighteningly accurate 
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description of the modern workplace. Freire in 
eire, in fact, maintains that 
banking education attitudes and practices Mirror oppressive society 
as a whole" (Freire. i970, psge 59). Cohen-Rosenthal•s analogy is 
supported by claims o£ blue-collar workers' fear of failure and low 
self-confidence (Charner et al„ 1978, and the low self-assessments of 
those with incomes below 520,000 (Zitzow , King, 1984). it seems 
reasonable to conclude that fear of failure, low self confidence, and 
low self-assessment would affect the P.R.E. learning process. Yet few 
contemporary P.R.E. courses tailor instructional methods to adapt to 
these psychological effects, this despite indications that class plays 
a role in retirement preparation. Research results suggest that 
professional and non-professional employees differ with regard to 
interest in the topic of retirement, interest in working past the age 
of 65, attitudes towards work, and actual planning for retirement 
(Prentis, 1980). 
Finally, although older employees believe that their intellectual 
capacities are under-utilized by management (Donchin, 1983), 
contemporary P.R.E. can be accused of similarly under-utilizing—and 
perhaps therefore devaluing—employee learners. 
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as a potential vehicle 
Prom its inception, P.R.e. has been recognized 
for preparing pre-retirees to become retirees who will actively 
participate in the democratic process (Hunter, I960). Yet for a 
number of reasons, contemporary P.R.E. does not adequately prepare 
pre-retirees for that role: citizen participation is a non-issue for 
most P.R.E. courses; contemporary P.R.e., by example, does not promote 
democratic decision-making; contemporary P.R.E. does not counter the 
negative effects of employment upon participation in the democratic 
process; and contemporary P.R.E. does not encourage learners to make 
meaningful associations that might promote citizenship involvement. 
In contrast to American P.R.E., there are countries in which the 
possibilities and responsibilities of citizenship in retirement are 
addressed in P.R.E. The Norwegian Worker Education League and 
Norwegian trade unions, in collaboration with the Association of 
Norwegian Life Insurance Companies and the Ministry of Education, have 
developed such a P.R.E. program. The Swedish Trade Union 
Confederation, in collaboration with the National Social Insurance 
Board, has incorporated citizenship education into its P.R.E. program. 
Finland is experimenting with a P.R.E. program that is guided by four 
generalized goals: equality, democracy, well-being, and education for 
peace or internationalism. The program's interim objectives are that 
P.R.E. strive: to reduce the inequality between retirees and the rest 
of society, to reduce the inequalities among retirees, to create 
intellectual bases for participation, to promote democratic attitudes, 
to develop bases for well-being, and to improve mental well-being and 
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the quality o£ life (Sihvola. 1985). In Switzerland. "Pro Senectute" 
works with employers and unions to carry out large-scale information 
programs so that older workers, once retired, do not feel abruptly cut 
off from society (Fernau, 1983). 
With respect to democratic practices, it seems clear that most 
contemporary P.R.E. does not promote democratic decision-making in the 
classroom. Most P.R.E. course materials are prepared in advance, 
without learner input. During class, workshop presentors and/or 
program coordinators exert authority without any semblance of 
collective decision-making. 
With respect to employment-related effects, it appears that one's 
employment is associated with the level of one's participation in the 
democratic process—the more passive one's job, the lower the level of 
participation (Eiger, 1982). Most blue-collar, service, and clerical 
jobs can be identified as passive jobs. It is possible, then, to 
conclude that for the majority of the potential P.R.E. learner 
population, job position is negatively associated with participation 
in the democratic process. One suspects that the reasons behind this 
reported association are many and complex. Yet whatever the reasons, 
the practices of contemporary P.R.E. do not reflect a sensitivity to 
the overall finding. P.R.E. does not offer any type of citizenship 
training that takes account of learner orientation and experience. 
Finally, in order to promote citizenship participation, 
P.R.E. does not allow learners to make meaningful associations between 
any of the following pairs: the individual and society, what is 
considered personal and what is considered political, the individual 
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and P.R.E., and P.R.e. and 
noted, "It could never be 
society. As President Nyerre of Tanzania 
said that adult education is not worth 
doing! For it is the key to the development of free men 
free society. Its function is to help men to think for 
make their own decisions, and to execute those decisions 





Progressive P.R.E., Aims versus Non-progressive P.R.E. Practices. 
Let progressive educational aims be defined as educational aims 
intended to promote both learner action and learner reflection. 
Progressive P.R.E. aims may then be understood as progressive 
educational aims as applied to retirement issues and concerns. Those 
P.R.E. issues or concerns may be broad or narrow, pressing or 
non-immediate, well-defined or still evolving, of the sectarian "left" 
or of the sectarian "right," individual or collective. No matter, the 
aims are progressive, first, because a minimum of restrictions are 
placed upon the range of encouraged action and reflection, and, 
second, because such aims may be yet characterized as "innovative," 
that is, the aims are the exception in P.R.E. not the rule. It is 
important to note that not all, or even most, P.R.E. in this country 
pursues aims that may be characterized as progressive. It is clear, 
however, that many of of the aims of P.R.E. as espoused by Woodrow 
Hunter were progressive, as are the aims of many contemporary 
P.R.E. courses. It can be argued that a large number of those 
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P.R.E. courses that pursue progressive aits concurrently employ 
practices that can not be described as progressive. 
Few P.R.E. programs, with or without progressive aims, encourage 
learners to actively initiate, direct, or evaluate their own p.r.e. 
Few encourage employees to engage in activities ,£or example, lobbying 
or researching) in order to realise broad retirement-related goals. 
Few provide employees with an understanding of what skills are needed 
to engage in those activities. Few encourage employees to connect to 
organizations that would support those activities (e.g., activist 
retiree organizations such as the AARP). 
Few P.R.E. courses promote learner reflection in the classroom. 
Most P.R.E. programs emphasize the acquisition of factual knowledge 
and lessons. Both lessons and facts are intended to be put to 
practical use. A review of union-sponsored P.R.E. courses, undertaken 
for this study, as well as a review of the P.R.E. literature, in 
general, strongly suggests that few P.R.E. programs encourage learners 
to question basic assumption about the role of retirees in modern 
times, to make significant associations between the role of the 
individual and the evolution of society, to contrast critical 
perspectives or to identify meaningful contexts related to retirement 
preparation. 
Whether the aims of a P.R.E. course are progressive or not may be 
explained by the orientation of the P.R.E. sponsor. There are 
certainly corporate, labor, and academic sponsors that would identify 
themselves as progressive. And there are sponsors that would be 
interested in a P.R.E. that employed effective and innovative methods. 
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et it can be argued that contemporary P.R.E. 
not be effective, and rarely is innovative. 
is not progressive. may 
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CHAPTER 3 
TOWARDS A PARTICIPATORY LEARNER P.R.E. MODEL 
3.1 CHAPTER OVERVIEW 
Given the need for and the state of contemporary P.R.E., many in 
the field, from Hunter to Phillipson to Dennis, have urged 
P.R.E. experimentation in the hopes of arriving at a model (models) 
that could effectively result in P.R.E. learner attitudinal change. 
Given that the literacy methods of Paulo Freire and the orientation of 
participatory research are both predicated upon and attuned to 
realizing attitudinal change, it seems reasonable to attempt a 
superimposition of Freire/participatory research upon P.R.E. That 
superimposition is here termed "participatory learning." It should be 
noted that although similar in educational philosophy and linked in 
historical development, Paulo Freire's "method" and participatory 
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research differ with respect to the roie of educator and learner, the 
degree of democratic decision-making, and the range of course topics. 
In response to the "Critique of Contemporary P.r.e.," this 
chapter suggests both the theoretical and practical dimensions of an 
alternative P.R.E. model: Participatory learner p.r.e. The chapter 
begins with summary descriptions of Paulo Freire's Method and 
participatory research. Next is presented a summary of participatory 
learner P.R.E., followed by a rationale for evaluating a participatory 
learner P.R.E. model. 
3.2 PAULO FREIRE'S METHOD AND PARTICIPATORY RESEARCH 
This section includes a brief history of Paulo Freire's Method 
and participatory research, Paulo Freire's philosophy of education, 
and a summary of the principles of participatory research. In 
addition, the following eight characteristics of Paulo Freire's Method 
and participatory research are identified: methods, content, 
instructors, learners, goals, influence, availibility, and 
effectiveness. 
A Brief History of Paulo Freire's Method and Participatory 
Research. An overview of the development of participatory learning 




Freire and his family soon telt the distress Qf dounuard 
With the onset of the Great Depression in 1929, 
he found himself sharing the plight of the 
wretched of the earth.. This had a profound 
in luence on his life as he came to know the gnawing 
pangs of hunger and fell behind in school because of 
the listlessness it produced; it also led him to 
resolve a vow, at age eleven, to dedicate his life to 
the struggle against hunger, so that other children 
would not have to know the agony he was then 
experiencing. 
His earlV sharing of the life of the poor also 
led him to the discovery of what he describes as, 'the 
culture of silence' of the dispossessed. He came to 
realize that their ignorance and lethargy were the 
direct product of the whole situation of economic, 
social, and political domination—and of the 
paternalism--of which they were victims. (Freire 
1970, page 10) 
Conceivably, it was downward mobility that made possible Freire’s 
social awareness, that is, it was the contrast between life as a 
member of the lower class as opposed to life in the middle-class that 
allowed for his sensibility—and the direction of the mobility that 
fed and sharpened that sensibility. In any event, it is clear that at 
an early age Freire sensed the political in the personal, and the 
personal in the political. Biographical sketches of Freire seldom 
expound upon the next several decades of his life, often omitting, for 
instance, that he was a labor union lawyer upon completion of his 
legal studies (Elias, 1976, page 12). That omission is unfortunate in 




what might otherwise enlighten the reader: the 
that work experience and the development of his 
the applicability of his methods to the field of 
one might speculate that his literacy model is geared 
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as much to the labor educator, in particular, as it is to the aduit 
educator, in general. Whether or not his pedagogy can he traced to 
his labor union period, that pedagogy, nonetheless, is striking in its 
potential application to the field o£ labor education. In essence, 
the tenets of his pedagogy are essentially those of emancipatory 
education. 
in 1959, Freire published the first printed expression of that 
pedagogy, a doctoral thesis on the philosophy of education. in 1964, 
a coup d'etat in Brazil cut short his research, and cut short his 
status as a free citizen—Freire was imprisoned. Seventy days later, 
along with 150 other citizens suspected of insurgency or pro-Goulart 
sentiment, he was exiled by the military government. Until the coup, 
Freire continuously refined his pedagogical theory while experimenting 
with its practical applications—first with the Popular Culture 
Movement and then with his literacy circles. 
From Brazil, Freire emigrated to Chile, where soon his work in 
literacy education, under the sponsorship of the Frei government, won 
Chile a UNESCO award for successfully eradicating illiteracy among the 
Chilean adult population. In 1969, Freire came to America at the 
joint invitation of Harvard University’s Center for the Study of 
Education and Development and the Center for the Study of Development 
and Social Change. In 1970, Freire became a special consultant for 
the World Council of Churches. From then until now, Freire has 
lectured extensively, been awarded visiting professorships, has 
authored some half-dozen popular books on his pedagogical theory, and 
has invested considerable energy in seeking to apply his method in 
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conjunction with such approaches as participatory research. 
is important to emphasize, as does Freire, that the 
creation/re-creation of hnowledpe occurs within the various dimensions 
of a historical context. It follows, then, that no educational theory 
is mere duplication. Rather, each creation is a unique synthesis of 
the past and the present, of the individual and his/her context-tor 
though the educator, in philosophizing, to an extent re-creates that 
which already is or has been, this process of creating/re-creating 
occurs within, and is thus affected by, an ever evolving cultural 
context. That in mind, Freire, recognizes the following as having 
influenced his philosophy of education: "Sartre and Mounier, Erich 
Fromm and Louis Althusser, Ortega y Gasset and Mao, Martin Luther King 
and Che Guevara, Unamuno and Marcuse" (Freire, 1970, p. 11) in 
addition, it is possible to read Freire and be aware of the themes he 
shares with Martin Buber (I-Thou relations), Jurgen Habermas 
(perspective transformation), Teihard de Chardin (spiritual 
evolutionism), Ivan Illich (anti-elitism), John Dewey (emphasis on 
experiential learning and on a broad educational agenda), Lewis 
Mumford (humanistic socialism), the educational reconstructionists 
(education and social change), and the educational revisionists (the 
limits of educational reform). Finally, one can not ignore the 
obvious similarities between Freire's concept of dialogue and the 
Socratic method... nor the obvious differences—Freire's "faith in 
the people" versus Plato's vision of a oligarchic meritocracy. 
It is also important to understand the pedagogy of Freire as an 
expression of the Third World oppressed, as an expression of a citizen 
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whose homeland has yet to pvnrn,0 ^ 
yet to exorcize the demon ot colonialism end emerge 
trom the onus of a shewed global economy, yreire goes to greet 
lengths to place the development of his pedagogy within the context of 
BrazUian historical development. To that extent, his literacy method 
must be culture-bound. Vet if the growth of participatory research is 
any indication, the conditions that gave rise to his pedagogy are not 
unique to Brazil. 
The term, "participatory research," was first coined in Tanzania 
in 1975. And that is appropriate if only because participatory 
research is, to a large extent, a third world research approach (Brown 
& Tandon, 1983). As an aside, Freire had visited Tanzania in 1971 
(Hall, 1981)—apparently, that visit helped spark the beginnings of 
participatory research. "Participatory Research" first appeared in 
print in a special issue of Convergence. The article, by Brad Hall, 
was a call to action. It critiqued traditional survey research for 
the following reasons: 
1. The survey research approach oversimplified 
social reality and therefore was inaccurate. 
2. Survey research was often alienating, 
dominating, and oppressive in character. 
3. Survey research did not provide easy links to 
pose subsequent action. 
4. Survey research methods were not consistent 
with the principles of adult education. (Hall, 1975) 
As a response to survey research, participatory research was 
described by Hall as a research approach that: 
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1) IS of direct and immediate benefit to t-h« 
community; uc co the 
2) involves the community in the entire 
from the formulation of the problem to the ? °CeSS 
3) is seen as part of a total educational 
commitment;thSt C0""Unit'' -«eness and 
over !!.:s:;e:r s.;1“al,etlc*1 p—* diai°- 
5) fosters mobilization of human resources for 
the solution of social problems; and 
6) requires the researcher to be conscious of the 
ideological implications of research. (Hall, 1975) 
Six years later, Hall (1981) succinctly decribes participatory 
research as an, "integrated activity that combined social 
investigation, educational work, and action." 
Participatory research was thus conceived of as a response to 
positivist social science research and thinking that, then and now, is 
the dominant social science orientation at American universities. At 
approximately the same time, and for much the same reason, the 
Association for Humanist Sociology was launched (Horton, 1981). By 
1978, a network of participatory researchers was in place under the 
auspices of the International Council for Adult Education. Since that 
time, participatory research has experienced significant growth (Brown 
& Tandon, 1983), as suggested by a proliferation of papers on the 
subject, numerous international participatory research conferences, 
and a growing number of participatory research projects. 
What trends advanced the development of participatory research? 
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Hall (1983) believes that the 
to participatory research: 
following conditions were advantageous 
1. shifts in location of research from 
metropolitan countries to the third world; 
2. shift from expatriate researchers to local 
researchers; cai 
3. increased involvement of untrained persons in 
professional roles; 
4. increased interest in making research 
accessible to decision-makers; 
5. increased involvement of the poor and 
exploited in the research process itself. 
Yet as Horton (1981) observes, "The premises of participatory 
research are neither new nor as alien to sociology as we may be prone 
to assume.” For example, Horton notes that the Highlander Research 
and Education Center, founded in 1932, exemplifies the participatory 
research approach and has for some fifty years. Highlander has 
sponsored various participatory research-style projects in conjunction 
with the labor movement in the thirties, the civil rights movement in 
the fifties, and Appalachian self-education since the sixties. Hall 
(1978) concurs, "As a practice, however, many people in various parts 
of the world either identified their own work with the concept or were 
stimulated by the idea to begin development work along similar lines." 
What is the academic lineage of participatory research? According to 
Hall (1981) and others, it is possible to identify, within 
participatory research, the influence of C. Wright Mills, John Dewey, 
George Herbert Mead, the Tavistock Institute in London, Jan de Vries, 
Swiss-based curriculum studies, the Frankfort School, Jurgen Habermas 
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(who is not always 
Paulo Freire. Yet 
associated with that School), Theodor Adorno, and 
there is a non-academic, extensive geneology as 
well. The diversity o£ proponents o£ self-determination 
(conservatives, democrats, individualists, populists, revolutionar 
consumerists, and environmentalists) ought to be noted. 
What are the current issues o£ participatory research? Hall 
(1978) believes that they are: 
1» the use of language; 
2. the use of alternative research methods; 
3. the time needed for research; 
4. the cost and funding patterns; 
5. the balance between macro-analysis and 
grassroots; 
6. the use of class as an analytic tool; 
7. the blurring of distinctions between 
research, learning, and action. 
What is the future of participatory research? MacCall (1981) 
believes that participatory research may be threatened by the 
vulnerability of its sponsor organizations to the power of elite 
interests. Yet the participatory base seems sturdy. As Gayfer (page 
5, 1981) notes, "No one 'owns' Participatory Research: its present and 
future direction are part of a process of reflection and action among 
individuals and groups in many disciplines and countries." 
Paulo Freire1s Philosophy of Education. Imagine a conversation. 
Imagine the participant give and take. Imagine the sense of (even 
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minimal) unpredictability. With its false starts and swift 
reminders, its prods and parries, its expressions of sympathy and 
aoubt, its mix of wit and candor, the rhythms of conversation are 
those of life itself. And in 
many respects, conversation does seem 
almost organic. To listen with care to conversation is to understand 
both the content and form of Paulo Freire’s philosophy of education. 
For in a sense, Freire draws upon the mechanics of conversation to 
measure the premises, tenets, and even the style of his literary work. 
Conversation, for Freire, is metaphor and model. 
As metaphor, conversation suggests a reality that is necessarily 
dynamic, engaging, and ambiguous. Time and again, Freire critiques 
those sectarians of the right and the left who with great 
self-assurance, first, "set themselves up as the proprietors of 
history," and then, desire to either stop the course of history or to 
anticipate it (Freire, 1973, page 11). in so doing, sectarians, 
according to Freire, objectify the person. 
As model, conversation suggests a paradigm wherein cause and 
effect "converse" and are conversed—that is, reversed. Participant 
behavior in conversation is first the effect of a preceding 
conversational stimulus (preceding conversational stimuli), and 
second, the cause of ensueing conversational behavior(s). The 
connectors between stimulus (stimuli) and response(s) overlap, skip, 
branch, and merge. Ultimately, the distinctions blur between cause 
and effect. Consequently, causal relations in conversation defy stock 
empirical formulas—as does conversation itself. The dynamics of 
conversation elude reduction. For that reason, they are, in essence. 
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dialectical (Dialectical: from dialektos, conversation). 
Freire presumes a reality wherein emotion and thought, thought 
and language, language and society, society and individual, learner 
and educator, etc., are each immersed in relations of a dialectical 
nature. To become fully human, Freire posits, requires a critical 
awareness (conscientizacao) of these relations, of one's context, so 
to speak. Less that comprehension, the person is no more than a 
victim of history, rather than an active agent of his/her own 
humanization. With that caveat, Freire places his philosophy of 
education squarely within the humanist tradition. 
With broad strokes Freire, in Education for Critical 
Consciousness, sketches the general outline of ordered categories of 
social consciousness: fanaticized consciousness, semi-intransitive 
consciousness, and transitive consciousness (naive transivity and then 
critical transivity). 
Fanaticized Consciousness [is characterized by 
irrationality. People] are defeated and dominated, 
though they do not know it; they fear freedom, though 
they believe themselves to be free. They follow 
general formulas and prescriptions as if by their own 
choice. They are directed; they do not direct 
themselves. Their creative power is impaired. 
Semi-intransitive Consciousness [is characterized 
by people whose] interests center almost totally 
around survival... they lack a sense of life on a 
historic plane... semi-intransitive thinking 
represents a near disengagement between men and their 
existence. 
Naive Transivity is characterized by an 
over-simplification of problems; by a nostalgia for 
the past; by an underestimation of the common man; by 
a strong tendency towards gregariousness; by a lack of 
interest in investigating, accompanied by an 
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?ragmtveoftaSte £°r £an0l£Ul by fragility of argument; by a strongly emotional 
by 
mag 
the Ptactice of polemics 
ical explanations. y ' Dy 
in ,h.rit;Cal Consciousness is characterized by depth 
in the interpretation of problems; by the substitution 
o causal principles for magical explanat 
testing of one’s findings and by openness to 
revision; by the attempt to avoid distortion when 
percervrng problems and to avoid preconceived notions 
when analyzing them; by refusing to transfer 
responsibility; by rejecting passive positions; by 
soundness of argumentation; by the practice of 
dialogue rather than polemics; by receptivity to the 
new for reasons beyond mere novelty and by the good 
sense not to reject the old just because it is old-by 
accepting what is valid in both old and new (Freire, 
1970, pages 17-20). 
Educational theory that fails to account for levels of social 
consciousness leads to flawed educational practices. When educators 
and/or students perceive of themselves or others as individuals 
divorced of social context, all who are associated with the 
educational process suffer. Such arbitrary perspective constriction 
makes no more sense than reading the lines of but one character in a 
Shakespeare play it's possible, but presumably incomplete. 
Constricted perspective breeds misperceptions of both reality and what 
it means to be human; constricted perspective breeds distorted 
education. As one example of the last, Freire cites "banking 
education." He ascribes the following attitudes and practices to 
banking education: 
(a) the teacher teaches and the students are 
taught; 
(b) the teacher knows everything and the students 
know nothing; 
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thoughabo^eaCher tMnkS ^ the StUde"tS *" 
(d) the teacher talks and the students 
listen—meekly; 
disciplined? teaCh<ir disCiPlines the students are 
and the’studentsC<:omply?OSeS "* •nf“c" his 
(g) the teacher acts and the students have the 
illusion of acting through the action of the teacher; 
(h) the teacher chooses the program content, and 
the students (who were not consulted) adapt to it; 
(i) the teacher confuses the authority of 
knowledge with his own professional authority, which 
he sets in opposition to the freedom of the students; 
(j) the teacher is the Subject of the learning 
process, while the pupils are mere objects (Freire 
1970, page 59). 
In response and in opposition to banking education, Freire offers 
a "pedagogy of the oppressed." The central tenet of his pedagogy is 
dialogue. Dialogue (dialogue; from dialogos, to converse), for 
Freire, logically corresponds to his premises concerning a dialectical 
reality. Dialogue is conversation in which no participant dominates 
or seeks to dominate another. It is conversation between equals. It 
is "an encounter between men, mediated by the world, in order to name 
the world... If it is in speaking their word that men, by naming the 
world, transform it, dialogue imposes itself as the way by which men 
achieve significance as men. Dialogue is thus an existential 
necessity" (Freire, 1970, pages 76-77). Ultimately, Freire 
characterizes dialogue as an act of loving. In so elevating both 
dialogue and, by implication, its participants, Freire has laid the 
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foundation for a critical philosophy of education-one whose power can 
be inveighed against any educational or cultural practice that 
abrogates our right, as humans, to dialogue. 
in keeping with that critical stance, Freire applies the same 
standard to himself. As has been noted by Schaull (Freire, 1970, and 
others, each succeeding work by Freire seems to refine, clarify, 
expand upon earlier expressed thought-one senses a dialogue between 
and within the works: the educator in conversation with himself. 
A Summary of the Principles of Participatory Resparrh Given 
that participatory research has only emerged as a recognizable 
research/educational approach since the raid-seventies, and that it is 
the, "creative and thoughtful work of hundreds of people in about 
sixty countries," (Hall, 1981), it is not surprising that its 
adherents have yet to agree upon a uniform set of tenets. "It is fair 
to say that participatory research has not been a precise and readily 
understood term" (Conchelos & Kassam, 1981). Further, Conchelos and 
Kassam note that key concepts in participatory research, for example, 
"awareness," "creative potential," and "initiative," have not been 
clearly defined. To complicate matters, there are unresolved 
divisions between various factions (Comstock & Fox, 1982). Gayfer 
(1981) remarks that "no single issue of a journal nor any collection 
of papers can do justice to the richness and diversity of the debate 
nor give an adequate overview of 'what is going on.'" Yet the debate 
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SeemS t0 ar°Und SeVeral concerns. On the one hand, there 
are those who advocate for a pragmatic, community-based, dialogue- 
oriented participatory research. On the other hand, there are those 
who tow a more ideological line, and who thus place greater emphasis 
upon framing local problems and local problem-solving within the 
parameters of a coherent, well thought-out theoretical model. In 
addition, there appears to be no consensus within participatory 
research concerning the role of the researcher-To what extent should 
his/her personal agenda impact upon a participatory research project? 
It is also unclear whether participatory research is oriented to the 
participatory research "researcher," that is, the individual with the 
formal research skills during the initial stages of a project, or to 
the community members of participatory research project. 
In spite of the disagreements, there is obviously shared common 
ground. It is likely that most in participatory research would concur 
with the following statements. Participatory research suggests 
certain questions: Who has the right to create knowledge? Is this the 
sole prerogative of professional elites, or should the people affected 
by new knowledge participate in formulating the problems to be 
studied, collect and analyze the data, and decide how to use the 
results (Comstock & Fox, 1982)? Participatory research is a reaction 
to positivistic social science research that, more often than not, 
serves the interests of the elite of society (Brown & Tandon, 1983). 
Enlightenment thought overthrew the absolute 
reason of religion and replaced it with the 
instrumental reason of science and technology. The 
effect was to unleash enormous powers of human 
creativity to investigate, understand, and dominate 
71 
?f^re* -B?t the historical consequence of this 
intrumental orientation to nature has been the 
extension of rational domination to the social sphere 
The increasing administrative power characteristic of' 
Our age is an extension of instrumental reason Uto 
Fox?C1982) S°Clal aCti°n a"d thOU9ht' (Comstock s 
Further, participatory research is a reaction against all contemporary 
social relations of domination. Participatory research is an attempt 
to reinsert moral values into the process of creating new knowledge, 
and substitute community consensus for arbitrary decision-making in 
reference to issues that affect the entire community~»what 
participatory research attempts precisely is to initiate a process of 
•drsindoctrination' to allow people to detach from their own cultural 
elements the elements that have been imposed upon them and are 
functional to the status quo" (Vio Grossi, 1981). 
How does this general orientation connect to individual 
participatory research projects? Horton (1982) lists what the 
premises of participatory research share with the Highlander Center: 
(a) the existence of oppressed groups and the 
necessity for radical transformation of the larger 
society; 
(b) the ability of area residents/oppressed 
groups to identify, analyze and work toward solution 
of their own problems; 
(c) the nature and purposes of research and the 
role of the researcher in the social change process; 
(d) the nature of the interrelated tasks of 
organization, education, and collective action. 
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Mgthods. The educational methods ot Paulo Freire, as they relate 
to literacy instruction, involves the following: 
Phase I-A team of experts and inhabitants of a particular area 
survey and thus become familiar with the vocabulary of the learner 
population. This is accomplished by way of informal meetings with the 
people of the region. Upon familiarization with the language, "One 
selects not only the words most weighted with existential meaning (and 
thus the greatest emotional content), but also typical sayings, as 
well as words and expressions linked to the experience of the groups 
m which the researcher participates. These interviews reveal 
longings, frustrations, disbeliefs, hopes, and an impetus to 
participate." Freire goes on to emphasize that the generative words 
so identified must be of the learner population, and not of the 
researcher "no matter how proficiently he might construct a list." 
Beginning with this phase, the researchers/experts form rewarding 
relationships with the local learner population, and discover 
"unsuspected exuberance and beauty in the people's language." 
Phase II From the vocabulary of the learner population, the team 
of experts and learners narrow the list of generative words based upon 
the following criteria: phonetic richness, phonetic difficulty ("the 
words chosen should correspond to the phonetic difficulties of the 
language, placed in a sequence moving gradually from words of less to 
those of greater difficulty"), and pragmatic tone—("which implies a 
greater engagement of a word in a given social, cultural and poltical 
reality"). 
Phase III—The team then creates a codification, i.e., "the 
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representation o£ a typical existential situation of the group with 
Which one is working." The codification is essentially a 
representation o£ a problem situation with which the learners will be 
able to identify, it will probably reflect an aspect of everyday 
life, but will additionally, -open perspectives for the analysis of 
regional and national problems." With the help of a group 
facilitator, the learner group will discuss the codifications. The 
generative words are set into the codifications, graduated according 
to phonetic difficulty. "One generative word may embody the entire 
situation, or it may refer to only one of the elements of the 
situation." 
Phase IV The team establishes agendas for the course, "which 
should serve as mere aids to the co-ordinators, never as rigid 
schedules to be obeyed." 
Phase V Cards are prepared with the breakdown of phonetic 
families that correspond to the generative words (Freire, 1973, pages 
49-52). 
Tandon (1981) observes that, "the methods of participatory 
research attempt to reduce or eliminate the limitations of classical 
research." To that end, the methods of participatory research 
include: 
First, the identification of a problem (most often a community 
problem; 
Second, the coming together of a researcher (researchers) and 
community people to address the problem within the context of the 
agenda of the community members. The participatory research project 
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group now begins to cote up with both goals and 
realization; 
a strategy for goal 
Third, in most instances, the solving of the problem, at hand 
requires information generation. This is carried out by researcher,*, 
and community members-the latter with the help and encouragement of 
the former; 
Fourth, upon completion of the research, the group will discuss 
the most advantageous means of information dissemination; 
Fifth, information disseminated, the group will attempt to solve 
the problem and in the process help to educate other community 
members. And, perhaps in the process, the level of social 
consciousness of all members of the community will have been raised. 
Content. The program content of Freire's literacy method "is 
constituted and organized by the students' view of the world, where 
their own generative themes are found" (Freire, 1970, page 101). Yet 
content is not determined by students alone. Freire goes on to state, 
"The task of the dialogical teacher in an interdisciplinary team 
working on the thematic universe revealed by their investigation is to 
'represent' that universe to the people from whom he first received 
it—and 'represent' it not as a lecture, but as a problem." In this 
manner program content is determined by both student and teacher. It 
is the instrument of the learner as well as of the instructor. And 
for that reason, it is ever changing and "expanding." Content, for 
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is identified wit-h fho i _ 
the learning process. And as the methods 
are dynamic, so is the content. 
Primers, "which set up a certain grouping of graphic signs as a 
gift and cast the illiterate in the role of object rather than Subject 
of his learning, and by donating to the illiterate words and sentences 
Which really should result front his own creative effort," reflect both 
a rigid, non-dynamic method and content—and so are rejected. 
There is no participatory program content as such. Bather, the 
local problem, at hand, determines content. For like the content of 
Freire's pedagogy, the content of participatory research is 
problem-solving-centered, what then are the problems encountered? 
Common problems center around the following concerns: environmental, 
community organizing, labor organizing, all types of formal education, 
feminism, the politics of food, liberation theology, the role of the 
media, adult literacy, and so on. Examples of participatory research 
projects include: evaluation of a cooperative weaving project in 
Botswana, village socio-economic analysis as a basis for literacy 
programs in Kenya, the analysis of housing problems in a working-class 
housing residential neighborhood in Canada, the analysis of learning 
needs in an urban working-class estate in England, the sharing of 
lessons farmers had learned in surveying outside the traditional 
agricultural markets in Chile, planning education for poor industrial 
workers in New Delhi (Hall, 1983), creating a community network among 
recent Asian immigrants to a region in New England (Park, 1978), a 
land ownership study in Appalachia (Horton, 1981), researching a new 
location for a town about to be displaced by an Army Corps of 
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Engineers project (Ccnstock S Pox, 1982), and the 
storage problems (Mduma). 
analysis of grain 
instructors. Freire puts forward an approach to instruction that 
is in sharp contrast to the traditions of banking education. 
"Teaching the purely technical aspects of the procedure is not 
difficult, the difficulty lies rather in our own upbringing and 
education. The co-ordinators must be converted to dialogue in order 
to carry out education rather than domestication. Dialogue is an 
I-Thou relationship, and thus necessarily a relationship between two 
Subjects. Each time the 'Thou* is changed into an object, an 'if, 
dialogue is subverted and education is changed to deformat ion.- 
Turning to co-ordinator training, Freire writes, "The period of 
instruction must be followed by dialogical supervision, to avoid the 
temptation of anti-dialogue on the part of the co-ordinators" (Freire, 
1973, page 52). This essential equality between instructor and 
student, however, in no way diminishes the importance of the former: 
If education is dialogical, it is clear that the 
role of teacher is important, whatever the situation. 
As s/he dialogues with the pupils, s/he must draw 
their attention to points that are unclear or naive, 
always looking at them problematically. Why? How? 
Is it so? What relation is there between the 
statement you have just made, and that of your 
companion? Is there any contradiction between them? 
(Freire, 1973, pages 124-5) 
There are no instructors, per se, in 
projects—though academic researchers may 
participatory research 
provide important guidance. 
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ana community and labor organics may tata an active project role, 
vet given that participatory research projects are, in part, defined 
by active citizen participation in all phases of decision-mating, no 
one individual conforms to the traditional role of instructor. Tandon 
(1981, notes that this may be a problem for experts who, -have a 
tendency to control others... ordinary people tend to voluntarily 
submit to an expert's control... It is imperative that the sessions 
of participatory research shift cohtrol over the process of knowing 
and knowledge to the people in that situation." 
Brown and Tandon (1981) note that the expert researchers in 
participatory research "often run substantial risks, for challenged 
authorities may attack their institutional bases, their professional 
standing, or even their physical safety." 
Learners. The literacy students in Freire's educational writings 
are adult peasants/working-class people. And as such, they are the 
oppressed people of Brazil. But Freire makes it clear that though 
oppressed, there is no simple dichotomy between the learners in his 
literacy program and the elites of Brazilian society—the former have 
necessarily internalized the image of the oppressor, and therefore are 
fearful freedom and liberation. In other words, the learners begin 
the literacy program with "submerged consciousness." If Freire's 
educational methods are to be judged effective, then learners will 
depart from the program with not only literacy skills, in the narrow 
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sense o£ the term, but with a higher level of cohscientitacao. The 
program, if successful, will have provided learners the necessary 
conditions in which a higher level of social consciousness may 
develop. 
The -.typical., participants (learners) in participatory research 
projects seem to be the ..have-nots" (Tandon, 1981) of a particular 
society. There are three qualifications to that generalization: 
first, participatory research projects usually do not restrict 
participation to any one socio-economic group; second, researchers, 
especially, may not be of the "have-not" category; and third, the 
"have/have-not" dichotomy fails to accurately describe highly 
stratified societies, e.g., the advanced industrial countries. Yet 
given the absence of research pulling together characteristics of 
project participants, the "have/have-not" dichotomy is perhaps the 
most helpful generalization. Hall (1981) clarifies that 
generalization by pointing out that the "focus of participatory 
research is on work with a wide range of exploited or oppressed 
groups; immigrants; labour; indigenous people, and women." 
Brown (1985) emphasizes that learners in participatory research 
are interdependent participants, and thus rather than employ the term 
"learner," "co-learner" might be more accurate. 
Goals. Freire does not present an enumerated list of his 
pedagogical goals. Instead, he implies that the singular goal of his 
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literacy method is simply learner literacy. m Freire 
traditional definitions of literacy as limited and even misguided. 
"Acquiring literacy does not involve solarizing sentences, words, or 
syllables—lifeless objects unconnected to an existential 
universe rather an attitude of creation and recreation, a 
self-transformation producing a stance of intervention in one's 
context." (Freire, 1973, page 48). In a sentence, Freire maxes a 
case for literacy education as emanicipatory education. Attitudinal 
change and self-transformation, according to Freire, go hand in hand. 
Freire then links the goals of his method to what he believes is the 
personal goal of every victim of oppression: "the great humanistic and 
historical task of the oppressed is to liberate themselves and their 
oppressors as well" (Freire, 1970, page 28). 
Goals, identified by way of common themes in the literature of 
participatory research, include: community, citizen, and/or worker 
empowerment; relevant, ethical, and valid social science research; and 
the solving of community and global-based problems. 
Influence. By what criteria should one evaluate the influence of 
Paulo Freire's pedogogical writings? Popular readership and citations 
or acknowledgement in the academic literature are two such crude 
barometers. Judging by book sales, Freire, whose "Pedagogy" has sold 
more than five million copies in numerous printings and still more 
translations, rivals any contemporary educator in this category. The 
80 
number o£ citations ot acknowiedgememts in the STOrican educational 
reviews are neither overwheiming nor embarrassing. Each year 
witnesses yet another slew of dissertations analyzing, expounding 
upon, extrapolating, dissecting, or applying some aspect of the 
Freirian philosophy to topics as diverse as: communication in the 
Freirian pedagogy (Cipriano, 1982), how his theory relates to 
consciousness-raising for women (Bailey, 1976), how his perspective 
lends itself to planning competencies (McNeil, 1975), how his model 
could interface with an in-service teacher education program (Parker 
1979). 
:se 
Yet the singular influence of any one individual upon the cours 
of world thought is limited and almost always fleeting. To exert 
oneself continuously in such a fashion usually requires the two-edged 
sword of institutional support. Surely, Freire recognizes the value 
of those associations. It will be interesting to observe how Freire 
interacts with institutional sponsors. It will also be interesting to 
note whether Freire, like Marx and Freud, promulgates his thought via 
a subservient organization. In that vein, how Freire relates to the 
movement for participatory research may prove insightful. 
In any event, perhaps the more accurate test of Freire's 
influence is the availibility of his educational praxis (see the 
following section). If the influence of participatory research upon 
either the academic community or the "average person on the street" 
seems wanting, the explanation may lie, in part, with the failure of 
participatory research to coalesce as a distinct educational approach. 
Its very amenability to local control may hinder the development of a 
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recognizable movement that transcends regional d 
control is, perhaps, among the greatest strength 
ifferences. Yet local 
s of participatory 
research. How it attempts to resolve that tension may prove 
instructive for other progressive organizations, of course, lack of 
coalescence can not explain away the powerful institutional forces in 
academe and in the community that are, and would be, opposed to any 
approach ressembling participatory research. Along similar lines, 
Brown (1985) believes that there is a split between local and national 
efforts at participatory research. And that because of powerful 
counterforces at the macro level, the effectiveness of participatory 
research may be restricted to regional efforts. 
Availibllity. The availibility of educational practices based 
upon the writings of Paulo Freire appear somewhat limited, more 
limited than the influence of the educator would otherwise suggest. 
And while certain academics may be intrigued by Freire, and endeavor 
to test out aspects of his pedagogy, such efforts, one surmises, are 
as ephemeral as a research grant. Academic sponsors may support a 
project here and there, but... academic sponsors are as fickle 
as any other. Assessing availibility is difficult given an absence of 
surveys to that effect in the literature. More, Freire is a "global 
phenomenon": one suspects that accurate findings as to the 
availibility of the Freirian pedagogy might thereby elude national 
academic journals. 
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Participatory research is and is not available. Depending upon 
how precise the definition, participatory projects pay exist 
throughout this country and the world in the guise of community 
initiative projects, labor union projects, consumer-issue projects, 
and environmental watchdog groups. As Horton (1981) recounts, "That 
we (members of the Highlander Center] were using the methods of 
participatory research only became apparent once we became familiar 
with the approach." 
Effectiveness. If the criteria for evaluating the effectiveness 
for Freire's literacy method are: acquisition of reading and writing 
skills and higher levels of conscientazacao, then it is difficult to 
render a verdict. On the one hand, it appears as if Freire's literacy 
efforts in both Brazil and Chile met with outstanding success (Elias, 
1966) in promoting the acquisition of literacy in the narrow sense of 
the word (reading and writing skills). On the other hand, research 
confirmation of the effectiveness of Freire's method in promoting 
higher levels of conscientazacao appears to be lacking. 
How effective is participatory research in realizing project 
goals? Various case studies (Comstock & Fox, 1982; Horton, 1982) 
suggest that those objectives that are specific, concrete, and 
localized may be more easily met than "social change objectives." 
Finally, Hall (1981) concludes that "Participatory research can 
only be judged in the long run by whether or not it has the ability to 
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serve the specific and real 
oppressed peoples.” 
interests of the working-class and other 
3.3 A PARTICIPATORY LEARNER P.R.E. MODEL 
As heretofore referenced, surveys of employees indicate that 
there is both a perceived need tor and a willingness to participate in 
P.R.E. Vet when employees do participate in contemporary 
P.R.E. models, the results are often mixed. Course effectiveness, as 
measured by changes in knowledge of, attitude, and behavior towards 
retirement, are inconclusive. Despite the ambiguity of the findings, 
it appears that those models of P.R.E. that allow for the greatest 
degree of learner participation may score the highest on indicators of 
attitudinal change. Given the research results, some in the field of 
P.R.E. have urged development of P.R.E. learning models that would 
maximize learner-to-learner interaction and learner self-direction 
(Mikelman, 1981; Phillipson, 1980), and thereby increase attitude 
change and learner levels of social consciousness (Phillipson, 1980). 
Others (Dennis, 1986) urge employee involvement in P.R.E. in the hopes 
that such involvement might increase program relevance and achievement 
of objectives. 
In response to those positions, it is possible to envision a 
P.R.E. that is grounded in the theory and practice of participatory 
learning. In many respects, the marriage of P.R.E. and participatory 
learning seems ideal—but, then, proposed marriages have a way of 
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sounding ideal. 
What follows are responses to the questions: 
Why a participatory 
learner P.R.E. 
P.R.E. model? 
model? What would be the purposes of this 
What would this P.R.E. model look like? 
Why a Participatory Learner P.R.E. Modol? There are a number of 
reasons for proposing a participatory learner P.R.E. model. 
First, the methods of participatory learning allow for 
maximization of learner-to-learner interaction and learner 
self-direction. 
Second, much of P.R.E. content lends itself to a participatory 
learning approach. The content is not necessarily intimidating—it 
appears to be suitable for an approach that emphasizes learner 
interaction. Further, the content may not be suitable for a fixed 
format. As an example, advances in medical and health science as well 
as changes in pension and Social Security regulations often make 
obsolete P.R.E. pamphlets on these subjects. Were learners encouraged 
to group research the latest trends in certain fields, the results 
might be of greater use and value to the learner. In this manner, 
P.R.E. could take on aspects of a participatory research project. 
Third, other content topics, e.g., retiree stereotyping, retiree 
as agent of social change, the role of the P.R.E. learner—could be 
approached via a modification of Freire's literacy method. Each of 
the above listed topic areas involves some degree of attitudinal 
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change, more specifically, consciousness-raising. 
Fourth, it is important to emphasize that the P.R.E. learner is 
an adult; and, as such, the P.R.E. learner has unique iearning 
preferences, learning capabilities, and learning experiences, with 
respect to the first, Cross (1978) reports that the rate of 
participation in adult education is low, in part, because many adults 
believe that to revert to student status entails a loss of control 
over the pace and the content of one's own education. Many adults are 
unwilling to make that sacrifice, to again submit to a schooling 
environment, in return for learning rewards that may not materialize. 
With respect to adult learning capabilities, Mezirow (1981) claims 
that adult learning is unique in that it is capable of perspective 
transformation, that is, "the emancipatory process of becoming aware 
of how and why the structure of psycho-cultural assumptions has come 
-O constrain the way we see ourselves and our relationships, 
reconstituting this structure to permit a more inclusive and 
discriminating integration of experience and acting upon these new 
understandings. It is the learning process by which adults come to 
recognize their culturally-induced dependency roles and relationships 
and the reasons for them and take action to overcome them" (Mezirow, 
1981). He then links perspective transformation to Erickson and 
Kohlberg's stages of development, Habermas' third domain of knowledge, 
and Freire's conscientazacao. With respect to learning experiences, 
Wideman (1970) maintains that older learners often re-engage prior 
learning skills during transitional periods. A participatory learner 
approach may effectively promote the recycling of learner skills. 
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Fifth, a participatory learner P.R.E. model may effectively serve 
“ a transitional experience between empioyment and retirement. That 
is, participatory learner P.R.E. may promote those behaviors that many 
P.R.E. educators believe are essential to a fulfilling retirement, 
e.g., active, independent, and self-directed behaviors. 
Sixth, a participatory learner P.R.E. model would not negate many 
of the positive aspects of contemporary P.R.E. The spirit o£ service 
and inquiry on the part of P.R.E. instructors would be needed more 
than ever. The expertise of those familiar with such P.R.E. topics as 
financial planning, health in retirement, legal concerns of retirees 
would not be shunted aside, in this way, the participatory learner 
P.R.E. model would expand upon the foundation laid by scores of 
individuals committed to P.R.E. 
What would be the Purpose(s) of Participatory Learner P.R.E.? The 
purpose of participatory learner P.R.E. would be to effectively 
prepare employees for retirement. Towards that end, the model would 
promote learner involvement and the model would promote critical 
thinking. In promoting learner involvement, the model would 
facilitate a learning environment in which learners would be held in 
warm and high regard, and in which learners would feel free to express 
thoughts and feelings. In addition, learner involvement would be 
promoted by encouraging learners to help design, implement, and 
evaluate the course. And, finally, learner involvement would be 
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promoted by encouraging learners to participate in out-o£-class 
projects, critical thinking uould be promoted by encoyraging 
to guestion assumptions, to problem-pose, to identity contexts, and to 
extend trains of thought. 
What would this Participatory Learner P R^ok^ Combining 
a modification o£ Freire’s method with practices employed by 
participatory research projects, it is possible to sketch an outline 
of a participatory learner p.r.e. model. 
A team of educators/researchers, expert in different disciplines, 
and familiar with the pedagogy of Paulo Freire and with participatory 
research, survey the language and "culture" of a particular community 
or worksite. To that end, the team immerses itself into the 
community/worksite, gaining the trust of the people of the 
community/worksite in the process. Community members/workers are 
asked to join the team in order to design a 6-8 session course in 
P.R.E. The "experts" and community members/workers, together, 
identify the primary social, political, and economic concerns of the 
local population; the needs of pre-retirees; the 'local language'; the 
level of conscient izacao of that population. Upon completion of this 
identification, the team translates the decodification into a 
three—tier hierarchy of problem statements (one three—tier sequence 
per session). Ideally, the second tier problem statement should arise 
from the first, and the third from the second. Each succeeding 
problem statement in the three-tier sequence should generate learner 
participant statements that reflect an increasing realization of how 
the individuals interact within social contexts. The team pairs each 
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Problem statement with a graphic stilus ,a drawing. photo. newsp,per 
article, song, computer game, intended to elicit maximum class 
discussion. The facilitator for each session encourages learner 
participation by rephrasing learner statements as learner problem 
statements. Topics for sessions might cover such themes as: social 
security, financial planning, health and legal matters. Near the 
conclusion of each session, learners decide if the topic of that 
session has been satisfactorily covered. If not, the group, as a 
whole, decides upon the remedy. For example, if additional 
specialized information was desired, then the group, collectively, 
would decide whether to invite a resource person to a later session 
(questions for that session would be group-prepared in advance—in 
order to maximize learner control), organize a special project around 
that topic, or otherwise. During the final session, learners would 
complete a course evaluation designed by themselves at an earlier 
session. 
It is important to note that because of the dialogical nature of 
the participatory learner approach, course plans are not set in 
concrete. Hence, the sketchy outline of the employed methods. 
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3.4 A RATIONALE FOR EVALUATING A PARTICIPATORY LEARNER P.R.E. M0DEL 
The basis for evaluating the participatory learner P.R.E. model 
is a belief that the P.R.E. model will redress many of the problems 
associated with contemporary P.R.E. what follows is an examination of 
how the participatory learner P.R.E. course would redress the ten 
problems associated with contemporary P.R.E. as identified in Chapter 
2. Those problems include: limited availibility, low rates of 
enrollment/attendance, low rates of in-class participation, limited 
learner control, limited attitudinal change effectiveness, as well as 
the following contradict ions—active retirement versus passive P.R.E., 
independence in retirement versus dependence in P.R.E., transitional 
P.R.E. aims versus non-transitional P.R.E. practices, democratic 
P.R.E. ideals versus undemocratic P.R.E. practices, and progressive 
P.R.E. aims versus non-progressive P.R.E. practices. 
Limited Availibility. There are limits to the extent a 
participatory learner P.R.E. could increase P.R.E. availibility. By 
not excluding potential applicants because of age ineligility or 
because of non-salary status, participatory learner P.R.E. would 
increase P.R.E. availibility somewhat. Yet P.R.E. is not available to 
most employees largely because employers, unions, and higher education 
institutions have failed to sponsor P.R.E.—not because contemporary 
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the potential learner 
P.R.E. has sometimes excluded whole segments of 
population from sponsored P.r.e. 
Low Rates of Enrollment/Attendanre. a participatory learner 
P.R.E. course might increase the rate of learner enrollment and 
increase the rate of learner attendance. Participatory learner 
P.R.E. could increase those rates by: making use of effective 
recruitment techniques, scheduling both meeting times and meeting 
Places to the satisfaction of learners, and by covering p.r.e. topics 
that are of interest to learners. Participatory learner P.r.e. would 
utilize unions, word-of-mouth referral, and work release time as part 
of enrollment recruitment drives. It is expected that when learners 
actually plan a P.R.E. course those same learners will be more likely 
to attend the course. It is assumed that because learners would be 
responsible for course scheduling, learner scheduling needs would be 
more effectively met. It is also assumed that because learners would 
be responsible for determining course content, the range of course 
topics to be covered would be of interest to learners. It is 
anticipated that topics chosen by learners would vary with the 
perceived interests of learners. As an example, course topics chosen 
by a learner group composed solely of females might differ from course 
topics chosen by a learner group composed solely of males. 
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~ Rates of In-class ParHrip.Hnn. By definition, a 
participatory learner P.R.E. course is characterized by high levels of 
in-class participation. Hence, it can be claimed that a P.R.E. course 
that is not characterized by high rates of in-class participation is 
not a participatory learner P.R.E. course. In realizing high rates of 
in-class participation, a participatory learner P.R.E. tight encourage 
learners to engage in: small group discussions, large group 
discussions, and problem situations (a several paragraph depiction of 
an everyday problem relating to retirement, followed by questions 
intended to stimulate discussion). Participatory learner P.R.E. might 
also encourage learners to participate in common history exercises (a 
technique by which learners would collectively identify common as well 
as unique life experiences that can be linked to P.R.E. learning), it 
is hoped that techniques such as common history exercises would engage 
learners on other than exclusively "academic planes." In that vein, 
it is hoped that the model would encourage employees to provide 
intellectual stimulation and emotional support for each other. 
By encouraging learners to participate in small and large group 
discussions, problem situations, and common history exercises, 
participatory learner P.R.E. would first, quantitatively increase 
in-class participation, and second, promote "quality" in-class 
participation by encouraging critical thinking and both emotional 
expression and support via the common history exercises. In this 
manner, the model would reflect its humanistic orientation: learner as 
whole person. 
It ought to be noted that these types of in-class participation 
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are indicative of the tacilitative/interactive p.r.e. appproach. As 
such, they are not new to p.r.e. Yet because these types of in-class 
participation are not the norm of contemporary P.R.E., it is important 
to reference them in response to the "Critique of Contemporary p.r.e." 
Limited Learner Control. By definition, a participatory learner 
P.R.E. course would promote greater learner control than the 
lecture/discussion model. A participatory learner P.R.E. course would 
encourage learners to help design and implement the P.R.E. course. By 
such participation, it is hoped that learners would exert a 
significant degree of control over their own P.R.E. 
Learners may be unaccustomed to exerting such control. 
Participatory learner P.R.E. would support learner control efforts. 
The facilitator/researcher would offer any assistance (e.g., 
suggesting examples of course designs, performing rote or technical 
work, identifying available resources, offering encouragement) that 
might augment learner control without concurrently leading learners to 
feel anxious. 
Limited Attitudinal Change Effectiveness. A participatory 
learner P.R.E. course would be more effective in preparing employees 
for retirement. A participatory learner P.R.E. course would 
specifically be more effective in promoting positive attitude change. 
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Such attitudes include positive self-regard, positive regard for 
retirees and older people, and positive regard for retirement in 
general. The P.R.E. literature suggests that the 
faci11tator/interactive P.R.E. approach, as opposed to 
lecture/discussion P.R.E., more effectively promotes positive attitude 
change. As a modification of the facilitative/interactive approach, 
participatory learner P.R.E. would similarly promote attitude change. 
It is assumed that the effectiveness of the facilitative/interactive 
approach is, in part, explained by the practice of allowing learners 
to re-create knowledge, individually and as part of a group process. 
It is hoped that participatory learner P.R.E. would allow learners 
more opportunities than a standard facilitative/interactive 
P.R.E. course to re-create knowledge. 
Active Retirement versus Passive P.R.E. A participatory learner 
P.R.E. course would reduce the contradiction between P.R.E. advocating 
active retirement and P.R.E. promoting passivity in the classroom. 
Participatory learner P.R.E. would promote active learning. That is, 
learners would be encouraged to express thoughts and feelings in 
class, participate in a P.R.E.-related project, as well as direct 
their own P.R.E. Further, participatory learner P.R.E. would 
encourage pre-retiree learners and retiree participants to converse. 
It is anticipated that these dialogues would be semi-structured—a mix 
of spontaneity and order. Topics to be discussed might include: 
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retirement aspirations, retirement tears, sort and „on-„ork 
P ishments. During discussion, learners would be encouraged to 
identity themes common to group participants as well as themes unigue 
to each individual. In this way, learners would be presented with an 
ettective rebuttal to socially-accepted stereotypes ot retiree/older 
person passivity. 
Independence in Retirement versus Dependence in P.r.e. a 
participatory learner P.R.E. course would reduce the contradiction 
between P.r.e. advocating for independence in retirement and 
P.R.E. nurturing learner dependence within the classroom. To as great 
an extent possible, participatory learner P.R.E. would encourage 
learners to trust their own ability to pose questions and solve 
problems. Reliance upon the instructor/expert would be discouraged. 
Dependence must not, however, be confused with interdependence. The 
former is a function of powerlessness, the latter a manner of relating 
betwen equals. Hence, interdependence, as opposed to dependence, does 
not inhibit dialogue. 
The stereotype of retiree as dependent may continue, in part, 
because the retiree is relatively powerless in contemporary American 
society. Yet the stereotype not only confirms that social position, 
but worsens it by intimating that such status is a preordained 
consequence of aging per se, and thus beyond human intervention. 
There is a fine line between acknowledging the socio-political 
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powerlessness of retirees and thereby feeding into that powerlessness, 
and acknowledging that powerlessness in order to transform oneself and 
society. By allowing broad socio-political theses to emerge during 
the learning process, a participatory learner P.R.E. model may avoid 
falling on the wrong side of that line. 
Transitional P.R.E. Aims versus Non-transitinnsi 
P.R.E. Practices. A participatory learner course would reduce the 
contradiction between P.R.E. preparing learners for post-employment 
lifestyles and P.R.E. failing to address employment issues that may 
affect those lifestyles. Participatory learner P.R.E. would encourage 
learners to discuss and research P.R.E. employment issues. It is 
assumed that although regular and full-time employment ends with the 
start of retirement, most retirees will continue to work. Many 
retirees will begin part-time employment, most others will continue 
productive activities. Among the employment and retirement issues 
that might be discussed in participatory learner P.R.E. are: 
employer-directed versus self-directed work, employer-directed versus 
self-directed time management, employer-centered initiation of and 
responsibilities for work versus self-centered initiation of and 
responsibilities for work, and hierachal work relations versus more 
egalitarien work relations. 
In addition, participatory learner P.R.E. may serve to counter 
the devaluations of intelligence and worth that many employees 
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ence at the worksite. In countering those workplace effects, 
participatory learner P.R.E. would fully engage the intellectual 
capacity of learners by encouraging learners to design and then 
implement a course, participate in common history exercises, 
problem-pose, problem-solve, and transform perspectives. It is hoped 
that learners would depart from the course with an elevated sense of 
worth and accomplishment. 
Dem?cratic P.R.E. ideals versus Undemocratic P.R.E. A 
participatory learner P.R.E. course would reduce the contradiction 
between P.R.E. espousing democratic ideals and P.R.E. employing 
undemocratic P.R.E. practices. Participatory learner P.R.E. would 
encourage democratic methods by encouraging employees to actively 
participate in democratic decision-making as learners and as citizens. 
Towards those ends, learners would be encouraged to collectively 
decide such issues as what topics should be covered in the course. In 
addition to making such determinations, learners would be encouraged 
to participate at every level of decision-making, e.g., employees 
would be encouraged to help design the course, employees would decide 
whether to participate in certain course activities, and employees 
would evaluate the course. Furthermore, in allowing broad 
socio-political themes to emerge during tiered problem situations, 
participatory learner P.R.E. would encourage learners to explore the 
interrelationship of P.R.E. decision-making and civic 
responsibilities. 
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a participatory learner P.R.E. model would reduce the contradiction 
between a P.R.E. that pursues progressive aims and a P.R.E. that 
employs non-progressive teaching methods. A participatory learner 
P.R.E. course would employ practices consistent with progressive 
P.R.E. aims. Employees would be encouraged to design, implement, and 
evaluate their own P.R.E. Employees would be encouraged to explore 
action as a means of realizing personal goals. Employees would be 
encouraged to identify and develop those skills needed for such 
actions. Employees would be provided information regarding support 
agencies and groups for such actions. Employees would be encouraged 
to question assumptions, to make associations, to contrast 
perspectives, and to identify contexts by way of participating in 
problem situations and common history exercises and by interacting 
with retirees. In this way, employees would be encouraged to reflect 
as well as act upon concerns related to retirement preparation. If 
the participatory learner P.R.E. model was found to be effective in 
preparing pre-retirees for retirement, then the model might serve as 
an example for adult education in general, and labor education in 
particular. 
It is assumed that participatory learner P.R.E. programs will be 
sponsored by employers, unions, and academic institutions that see 




4.1 CHAPTER OVERVIEW 
This chapter outlines the procedure by which the theory of 
Participatory Learning P.R.E., as put forth in Chapter 3, is tested. 
To that end, this chapter describes a comparison between a 
Participatory Learner group, a lecture/discussion group, and a 
non—treatment control group. This chapter summarizes the research 
hypotheses, the instruments, the population, the design of the 
comparisons, a description of the two course sections, the data 
analysis procedures, and the treatment of missing data. 
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4.2 RESEARCH HYPOTHESES 
When compared to lecture/discussion treatment groups an<J 
non-treatment control groups: 
1. Participatory learner P.R.E. groups promote greater perceived 
involvement among P.R.E. learners. 
The criteria for Hypothesis 1. are: 
a. self-reported participatory behavior in P.R.E. 
b. self-reported control over the P.R.E. process 
2. Participatory learner P.R.E. groups more effectively prepare 
participants for retirement. 
The criteria for Hypothesis 2. are: 
a. information change with respect to retirement 
b. attitudinal change with respect to retirement 
c. behavioral change with respect to retirement 
3. Participatory Learner groups promote more positive 
correlations between perceived involvement scales and information, 
attitude, and behavior gain scales. 
The criteria for Hypothesis 3. are: 
a. part correlations between perceived 
participation and the information, attitude, and 
behavior gain scales 
b. part correlations between perceived control 
and the information, attitude, and behavior gain 
scales 
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4.3 DESCRIPTION OF THE INSTRUMENTS 
Three instruments were utilized in the design evaluation (see 
Appendix B). The first instrument was intended to measure 
information, attitude (toward retirement), behavior, and attitude 
(towards retirement planning). The instrument was also intended to 
identify employee demographic characteristics. It served as both 
pre-test and post-test (the latter minus the 10 demographic variable 
items but with 2 added involvement items). The questionnaire 
incorporated a series of 59 Likert items followed by a series of 6 
semantic differential items. It was developed in conjunction with 
members of the dissertation committee and research advisors at the 
U/Mass School of Education. The second instrument served as a gauge 
of employee involvement in the P.R.E. course, employee recommendation 
of the course, and employee comments about the course. This 
questionnaire incorporated 5 multiple-choice items and 3 short essay 
items. It was administered once at the conclusion of the course. The 
third instrument was intended to evaluate the course sections on 
criteria deemed important to employee learners. It was developed by 
the employees in the Participatory Learner P.R.E. group. It consisted 
of 3 questions, each of which could be answered by choosing a 
multiple-choice response and/or completing a short essay. It was 
co-administered with the post-test. 
It was assumed that some employees might have difficulty 
completing a written questionnaire. Measures were taken (possible 
oral responses to test items) to accommodate those learners. All 
101 
evaluative instruments were 
anonymity of test results. 
identified by employee birthdate to insure 
4.4 DESCRIPTION OF POPULATION 
Enrollment in the P.R.E. course sections referenced by this study 
was limited to Coalition I classified employees at the following 
campuses of the Massachusetts Public Higher Education System: U/Mass 
Amherst, U/Mass Boston, U/Mass Worcester, and Southeastern 
Massachusetts University. The total population pool of this study was 
approximately 2,000 people. Of that population, 13 enrolled in the 
participatory learner P.R.E. treatment group, 35 enrolled in the 
Amherst lecture/discussion P.R.E. treatment group, 18 enrolled in the 
Southeastern Massachusetts University lecture/discussion group, 17 
enrolled in the U/Mass Worcester lecture/discussion group, 8 enrolled 
in the U/Mass Boston lecture/discussion group, and 7 enrolled in the 
non-treatment control group. 
4.5 THE DESIGN OF THE COMPARISONS 
What follows is a description of two design procedures. The 
researcher designed the first procedure, whereas, in keeping with the 
philosophy underlying the participatory learner course section, the 
participants in that section themselves designed the second procedure. 
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ies 
It was hoped that U/Mass Amherst Coalition I employe, 
would be randomly assigned to one of the following three groups: the 
Participatory Learner group, the Amherst Lecture/Discussion group, or 
the Amherst Non-treatment Control group. A lottery would be scheduled 
by the Employer (U/Mass Amherst, to randomly choose which thirty 
employees from a larger applicant pool would enroll in the Amherst 
Lecture/Discussion group. Employees bypassed in the lottery would 
then be randomly assigned to either the Participatory Learner group or 
to the Non-treatment Control group. There had been verbal assurances 
given that employee spouses would be allowed to enroll in the Amherst 
Lecture/Discussion group, increasing the probable enrollment in that 
class to 40-50. Two Employer actions prevented randomization of 
learners. The Employer scheduled the lottery soon after notice of the 
course was distributed to employees, and on the day of the lottery, 
the Employer decided to exclude spouses from the Amherst 
Lecture/Discussion course section. Late notice depressed the employee 
applicant pool. Exclusion of employee spouses increased the quota of 
employees eligible to enroll in the course. As a consequence of these 
two actions, the number of employees bypassed by the lottery was not 
large enough to fill the Participatory Learner and Non-treatment 
Control groups. As a remedy, names of employees who had applied too 
late for the initial lottery were added to names of employees who had 
been bypassed by this lottery. From this second lottery pool, 
employees were randomly assigned to either the Participatory Learner 
or Non-treatment control groups. The decision of the Employer to 
exclude spouses from the Amherst Lecture/Discussion group led to a 
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research design that was not supported by the values of the 
author-spouses were excluded from all groups in this study~i„ order 
to prevent further skewing of group populations. 
Personnel departments at Southeastern Massachusetts University, 
U/Mass Worcester, and U/Mass Boston notified Coalition I classified 
employees of an upcoming P.H.E. course. Employees who enrolled in the 
course were assigned to the on-campus lecture/discussion p.r.e. 
course. 
The pre-test (measuring preparation for retirement) was 
administered at the start of each group. The second questionnaire 
(measuring employee involvement in P.R.E., employee recommendation of 
the course section, and employee comments about the course section) 
was administered at the conclusion of each P.R.E. course section. The 
post-test (measuring preparation for retirement) was mailed to the 
Participatory Learner group, the four Lecture/Discussion groups, and 
the Non-treatment Control group three months subsequent to the 
distribution of the pre-test to each group. Care was taken to 
preserve employee anonymity: date of birth identified the tests, the 
post-test was mailed with both a pre-stamped return envelope for the 
completed test and a separate pre-stamped and name-identified 
post-card that when mailed signalled that the test had also been 
forwarded. Follow-up correspondence was sent those learners who had 
yet to forward the post-test. 
Prior to their involvement in each group, experts were asked by 
the author to include certain informational items within their 
presentations/interviews. In this manner, each P.R.E. course 
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presented employees with the correct responses to the 15 infection 
questions listed on the pre-test and post-test. 
Unless otherwise noted, only data Eton, the three groups at the 
University of Massachusetts at Amherst (the Participatory Learner 
group, the Amherst Lecture/Discussion group, and the Non-treatment 
Control group, were included in the statistical calculations. Thus, 
for most of the calculations reported in this study, data from the 
lecture/discussion groups at Southeastern Massachusetts University, 
the University of Massachusetts at Worcester, and the University of 
Massachusetts at Boston was not included. There were two reasons for 
this design decision. First, employees at the Southeastern 
Massachusetts University, Worcester, and Boston campuses were not 
randomly or quasi-randomly assigned to the three different treatment 
groups. Second, there were distinct demographic differences between 
the populations at those three campuses and the population at the 
Amherst campus. 
— Li* The participatory learner P.R.E. course section and the 
lecture/discussion P.R.E. course section were contrasted by way of an 
instrument developed by employees in the Participatory Learner group; 
the facilitator researcher (the author) summarized the responses. The 
employee-designed evaluation was appended to the author-designed 
post-test for distribution and return. 
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4.6 DESCRIPTION OF P.R. E. COURSE SECTIONS 
There were two course sections offered in this 
follows is first a description of the Participatory 





THE PARTICIPATORY LEARNER P.R.E. COURSE SKPTTnw A proposal to 
sponsor a participatory learner P.R.E. course was communicated to 
AFSCME Local 1776 in January, 1986. The Local approved the proposal 
in late January, 1986. Prior to the first course session, the 
facilitator met with two employees assigned to the Participatory 
Learner group. The facilitator, summarizing P.R.E. research findings 
concerning the lecture/discussion method, posed that method as a 
problem. In that context, the facilitator and the two employees, 
together, identified: what retirement issues and concerns might be of 
interest to employees in the class, what course structure would allow 
for maximum employee involvement in P.R.E., what course design would 
promote in-class democratic decision-making, what course design would 
minimize setting employees up to fail, and what logistical course 
problems (lack of provided release time—would employees attend more 
than one session?) could be remedied. As a consequence of these 
pre-course meetings, the Participatory Learner course objectives 
centered around employee involvement (see Table 1). 
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held on May M. 1986 £or 13 empfoyeas. The course ^ ^ ^ 
introduction by the facilitator, followed by time for employees to 
complete a waiver for™ as well as the pre-test. Employees were then 
asked to pair-off with and interview someone with whom they were not 
familiar. Employees asked a prepared question during the interview 
(e.g., What accomplishment in your life-one that you never thought 
was realizable-are you the proudest of?) Employees were encouraged 
to ask other non-prepared questions as well. Each person then 
introduced their interviewee to the full group. The facilitator then 
briefly introduced the group to problem situations (a several 
paragraph depiction of an everyday problem relating to retirement, 
followed by questions intended to stimulate discussion). The 
facilitator explained how problem situations would start the class 
thinking about retirement topics. Following that process, employees 
would then be asked to collectively decide what retirement topics the 
class should address. The facilitator encouraged employees to note 
any questions or concerns that were raised because of the problem 
situations. Employees then broke into small discussion groups of 
three to discuss first one problem situation and then another. The 
facilitator, the co—facilitator, and the two employees who 
participated in the pre-course meetings went from group to group to 
encourage discussion and to restate employee comments as questions. 
The group then broke for an informal, catered meal—during which time 
most employees continued their small group discussions. 
After the break, employees re-formed into different small groups 
of three and discussed one more problem situation. The facilitator 
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then urged that the employees try to write down concerns common to 
everyone in the group as weil as concerns unique to themselves as 
individuals. Returning to the full group, the facilitator asked 
employees to voice any and all questions each wanted to have answered 
during the course. The facilitator explained that by voicing 
questions (that would then be listed by the facilitator on a worksheet 
for all to see), employees would direct course content. Topics not 
referenced by employee questions would not be covered in the course. 
Following the completion of this exercise, the facilitator announced 
that questions would be grouped according to topic, and that each 
group of questions would be answered by someone who was an expert in 
that field as interviewed by teams of two or three employees. The 
interview would be videotaped by the team and then broadcast at the 
next and final course session. Project participation, though 
encouraged, was voluntary. 
Three teams of employees conducted interviews. Two other 
employees worked on solo projects. A second full-group session was 
precluded for a number of reasons: employees on vacation, changes in 
workshift schedules, and personal as well as family sickness. 
Instead, several second sessions were held for small groups. At the 
second sessions, which averaged two hours, the videotapes were shown, 
and written materials researched by solo employees as well as by the 
facilitator were distributed. Prior to viewing the videotapes, the 
facilitator encouraged the group to weigh the presentations vis-a-vis 
personal expectations and questions related to the topic. If 
employees voiced unmet expectations (e.g., the medical coverage 
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mentioned failed to cover catastrophic illness), the facilitator 
rephrased the employee statement as a problem statement (e.g., Why is 
such coverage desirable? How could such coverage be obtained? what 
are the positive and negative consequences of obtaining such 
coverage?) After a brief introduction to evaluation, the facilitator 
then urged employees to think of ways to evaluate the Participatory 
Learner as well as the Lecture/Discussion courses. The facilitator 
offered sample evaluation methods, and offered to summarize the 
evaluation results. Employees worked out a course evaluation 
instrument (this employee-designed evaluation instrument was later 
distributed to all groups along with the post-test). The facilitator 
then concluded the P.R.E. course with a few brief remarks and asked 
that employees complete the course evaluation previously designed by 
the facilitator. 
Employees enrolled in this course section were not provided work 
release time by the Employer. Consequently, the course design 
implemented was less intensive than originally planned. In addition, 
planned class components such as in-class discussions between retirees 
and pre-retirees, common history exercises (see Chapter 3), more 
alloted time for problem situations, and introduction of tiered 
problem situations (see Chapter 3) were eliminated because of employee 
scheduling problems. 
AMHERST LECTURE/DISCUSSION P.R.E. COURSE SECTION. In November 1985, a 
proposal to offer a lecture/discussion pre-retirement course at four 
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campuses ot the Massachusetts high., education system „es totwanded to 
the Coalition I Union/Management Training Committee of the 
Massachusetts Board of Regents of Higher Education. The proposal was 
approved at the December meeting of the committee, with the 
understanding that the courses would be administered by u/Mass Amherst 
Staff Training and Development and coordinated by the author. The 
course was offered at U/Mass Amherst on May 22 , 1986 to 35 employees, 
at Southeastern Massachusetts University on June 2, 1986 to 18 
employees, at U/Mass Worcester on June 3, 1886 to 17 employees, and at 
U/Mass Boston on June 4, 1986 to 8 employees. 
Each one-day course consisted of seven consecutive workshops. 
Course objectives were those of traditional lecture/discussion 
P.R.E. (see Table 1, page 107). Workshop topics were: state pension 
and insurance, housing options, health and nutrition, legal aspects, 
leisure time, emotional health aspects, and financial planning. 
Workshop presentors were selected from academia, personnel 
departments, and community organizations (see Appendix C for list of 
presentors). Each workshop commenced with a presentation and was 
followed by a question-and-answer period. Two of the workshops 
offered a non-lecture presentation format: The U/Mass Amherst leisure 
time workshop included a comedy skit and a burlesque skit; the 
emotional aspects workshop offered at each of the campuses—save for 
U/Mass Boston—included a video interview of a recently retired couple 
who because of their union work were recognized by most of the 
attending employees. Also, a student from the U/Mass Handicapped 
Affairs Office provided sign interpretation during the Amherst 
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Lecture/Discussion course. 
The course section began with a short introduction by the 
coordinator, followed by time for employees to complete a waiver form 
as well as the pre-test. Two workshops were then presented, followed 
by a coffee break, two more workshops, lunch, two more workshops, a 
coffee break, the final workshop, the coordinator's concluding 
remarks, and time for employees to complete the course evaluation. 
4.7 DATA ANALYSIS PROCEDURES 
Questions on the pre-test/post-test questionnaire were grouped as 
follows: 15 information questions, 15 attitude (toward retirement) 
questions, 13 behavior questions, and 6 attitude (toward the 
pre retirement process) questions. Although the first three groupings 
were standard in the pre-retirement literature, the fourth was not. 
Further, it was uncertain whether each grouping was internally 
reliable. An unrotated factor analysis without iterations was run on 
each of the four groupings. These analyses were intended to answer 
the following two questions: Was the attitude grouping warranted? 
Were the questions, as initially grouped, intercorrelated? If the 
factor analyses results suggested sub-groupings, a factor analysis was 
then run on each sub-grouping. In addition, factor analyses were run 
on possible combinations of sub-groupings in order to attain the 
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fewest number of reliable sub-groupings. Care was taken to employ 
factor analysis cautiously. Item sub-groupings were required to make 
sense empirically and conceptually. 
Once the questions were grouped, pre-test and post-test scales 
were formed by summing the scores of the questions in a group, and 
then dividing that sum by the number of questions in the group. Each 
case had both a pre-test scale score and a post-test scale score. 
Gain scores were formed by subtracting pre-test scale scores from 
post-test scale scores. In this manner, pre-test, post-test, and gain 
scores were derived from the initial four groupings of test questions. 
Factor analyses were also run on the one-time administered perceived 
involvement and evaluation questions to determine appropriate 
perceived involvement and evaluation scales. 
The scale scores thus obtained were then employed to answer the 
following specific hypothesis-derived, research, and employee-designed 
questions: 
1 • AS COMPARED TO THE AMHERST LECTURE/DISCUSSION GROUP, DID THE 
PARTICIPATORY LEARNER GROUP INVOLVE EMPLOYEES MORE IN P.R.E.? 
Perceived involvement scale(s) mean scores and standard deviations 
were calculated and reported for each group. A univariate analysis of 
variance, with perceived involvement scale(s) as the dependent 
variable(s) and group (i.e., instructional treatment) as the 
independent variable, was then run to determine if there was a 
significant group difference with respect to perceived involvement 
scale(s) . 
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GAIN SCALES? A univariate analysis of covariance was run with each 
gain scale as the dependent variable, group as the independent 
variable, and pre-test scale as the covariate. The pre-test was 
employed as a covariate to minimize pre-test group differences. 
Significant overall group effects and group differences were reported. 
Adjusted group gain scale scores were reported. In addition, rank 
order of group adjusted means for each scale was determined and 
reported. 
3. WAS THERE A POSITIVE CORRELATION BETWEEN PERCEIVED 
INVOLVEMENT SCALES AND ANY OF THE INFORMATION, ATTITUDE, OR BEHAVIOR 
GAIN SCALES? Part correlations between perceived involvement scale(s) 
and information, attitude, and behavior gain scales (only gain scales 
were adjusted for their respective pre-test score) were calculated and 
reported. Significant part correlations were reported. Scattergrams 
were printed for each reported correlation. If any scattergram 
suggested a non-linear correlation, a polynomial regression to the 
fourth degree was run, i.e., 4 was the highest exponent in the 
regression equation. In this way, the significance of the 
non-linearity of the correlation would be determined. 
4 . DID ADJUSTING FOR PERCEIVED INVOLVEMENT AFFECT HOW THE TWO 
TREATMENT GROUPS SCORED ON THE INFORMATION, ATTITUDE, AND BEHAVIOR 
GAIN SCALES? Four univariate analyses of covariance were run. The 
first run employed treatment group as the independent variabie. gain 
scale score as the dependent variable, and the pre-test as the 
covariate. The second run added perceived participation as a 
covariate. The third run substituted perceived control for perceived 
participation as a covariate. And the fourth run employed perceived 
participation, perceived control, and the pre-test as covariates. 
Adjusted group gain scale scores were reported. 
5 * IS THERE A SIGNIFICANT RELATIONSHIP BETWEEN ANY OF THE 
DEMOGRAPHIC VARIABLES AND THE INFORMATION, ATTITUDE, OR BEHAVIOR P.atm 
—ALES? A univariate analysis of covariance was run, with each gain 
scale as the dependent variable, the demographic variable as the 
independent variable, and the respective pre-test as the covariate. 
Then, to determine if the same results would be obtained if group were 
adjusted for, the same analysis as above was employed—except group 
was added as a covariate. Demographic variable categories were 
combined if necessary to prevent empty cells in the univariate 
analysis of variance. 
6. DID EMPLOYEES RECOMMEND THE PARTICIPATORY LEARNER 
P.R.E. COURSE SECTION? THE AMHERST LECTURE/DISCUSSION P.R.E. COURSE 
SECTION? Group means scores and standard deviations were calculated 
and reported for each overall evaluation scale. In addition, a 
univariate analysis of variance was run, with overall evaluation 
scale(s) as the dependent variable and group as the Independent 
variable, to determine if there was a significant group difference on 
the overall evaluation scale(s). 
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8- g°w PIP EACH of the course sections RATE nil muy 
EMPLOYEE—DESIGNED EVALUATION? Group mean scores and standard 
deviations were reported tor each question. In addition, employees 
were urged to respond to the short essay version of each question. 
Short essay responses were reported in summary form. Group rates of 
question response were reported if question response appeared to vary 
considerably by group. 
4.8 TREATMENT OF MISSING DATA 
Missing data was treated as follows: factor analysis—pairwise 
deletion; univariate analysis of variance/ univariate analysis of 
covariance/ multivariate analysis of covariance/ partial correlations/ 
part correlations, polynomial regression, scattergrams—list-wide 
deletion with group mean substitution of scale missing data when no 
more than 30 percent of data was missing. Mean substitution was 




5.1 CHAPTER OVERVIEW 
It is hoped that at one time or another every researcher 
confronts a simple question: How am I to understand an object of 
study. The response may be deliberate, intuitive, brief, complex. 
For the participatory learning researcher the question is made more 
formidable by the following premises of Participatory Learning: 
1. Reality is dynamic in the sense that it 
flows, bends, reflects, changes, connects. 
2. Knowledge acquired by any method of inquiry 
is incomplete and distorted knowledge in the sense 
that complete and undistorted knowledge of any 
singular aspect of reality necessitates a complete 
comprehension of all aspects of reality. 
3. No research method yields objective knowledge 





of the researcher are inextricably 
into his/her work via choice of research 
format, tools, and emphasis. 
The premises 
be disengaged 
suggest that no understanding of an object of study can 
from the relationship of the researcher and that object 
of study. 
It is a basic tenet of the Participatory Learner approach that a 
study's results as well as the interpretation of those results are 
most effectively understood as a relationship between researcher and 
object of research. Such an understanding is intended to preclude a 
misrepresentation of either research results or research 
interpretation for complete (albeit specialized), objective knowledge. 
Further, such an understanding is intended to promote both 
problem-posing and critical thinking. 
In keeping with the Participatory Learner approach, this chapter 
is intended to generate an interpretation of the results by 
juxtaposing anticipated outcomes, actual outcomes, and unpredicted 
outcomes. It is hoped that this emphasis on dissonance—this search 
for questions in itself, will suggest insight and understanding 
relevant to those interested in the field of P.R.E. 
This chapter presents both the quantitative as well as the 
qualitative results to the study design questions posed in Chapter 4. 
The presentation of results begins with post-test response rate data. 
Next is presented the factor analyses-determined gain, perceived 
involvement, and evaluation scales. Finally, through a variety of 
analytical methods, the results to the eight research questions are 
presented. The results to the questions are aimed at determining: 
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whether the Participatory Learner group effectively promoted employee 
involvement; how the two treatment and one non-treatment groups scored 
on the information, attitude, and behavior gain scales; whether 
perceived employee involvement positively correlated with gain scale 
scores; whether perceived involvement accounts for the scoring 
patterns of the two treatment groups on the gain scales; whether any 
of the identified demographic variables were associated with scoring 
patterns on the gain scales; and whether the two course sections were 
rated highly by employee learners. 
5.2 POST-TEST RESPONSE RATE 
The overall post-test response rate for the six groups in the 
study was 86%. Response rates for individual groups was as follows: 
Participatory Learner—100%, Amherst Lecture/Discussion—91%, 
Southeastern Massachusetts University Lecture/Discussion—89%, U/Mass 
Worcester Lecture/Discussion—83%, U/Mass Boston Lecture/ 
Discussion—75%, and the Non-treatment Control—71%. Only employees 
who had attended both sessions were included in the calculation of the 
Participatory Learner group's response rate, 69% of employees who 
attended the first Participatory Learner session attended the 
follow-up session. 
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5.3 IDENTIFICATION OF GAIN. INVOLVEMENT, AND EVALUATION SCALES 
A factor analysis was run respectively on each of the four 
pre-test and post-test questionnaire items initially grouped as: 
information questions, attitudes (towards retirement) questions, 
behavior questions, and attitudes (towards retirement planning) 
questions (see Appendix D). The information and attitude (towards 
retirement) groupings consisted of 15 Likert items apiece. The 
behavior grouping consisted of 13 Likert items. And the attitude 
(towards retirement planning) grouping consisted of a series of 6 
semantic differential scales (see Appendix B). As a result of the 
factor analyses, 11 scales were identified (see Appendix E). of the 
11 scales 3 were information, 4 were attitude (3 towards retirement, 1 
towards retirement planning), 3 were behavior, and 1 was 
attitude/behavior. Attempts were made to integrate scales where 
possible. Consequently, one behavior scale was combined with the 
attitude/behavior scale and the attitude (towards retirement planning) 
scale was combined with one of the attitude (towards retirement) 
scales. As a result of the reduction in scales, the 49 items on the 
questionnaire were grouped into 9 scales: finance information, 
consumer health information, health information, attitudes towards 
older people, attitudes towards retirement, attitudes towards self, 
proactive behavior, social behavior, and health behavior (see Table 
2) . 
In addition, a series of factor analyses were run to determine 
appropriate perceived involvement and overall evaluation scales 
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What percent of people between the ages of 65 
an are still in the workforce? 
How many years credit (assume 1 year= 4 quarters) 
do you need to be eligible for a social 
security retirement check7 
BT;nrh°Yredit Can add “hat Percent P« year to the basic cost of purchases’ 
What percent of their income do people over 65 
spend on medical costs? 
CONSUMER HEALTH INFORMATION 
Once a University employee retirees, he or she 
can not qualify for group rate health 
insurance premiums. 
The majority of drugs prescribed to those people 
over 65 have been found scientifically 
effective. 
HEALTH INFORMATION 
How many drugs do most people over 65 take per 
day? 
What percent of people 65 and older live in 
nursing homes? 
ATTITUDES TOWARD OLDER PEOPLE 
Older people don't perform ordinary problems as 
well as younger people. 
Older people should get out of the way of 
younger people. 
Older people have a lot to offer their 
communities. 
Older workers aren't as dependable as younger 
workers. 
ATTITUDES TOWARDS RETIREMENT 
Retirement is a time for people to relax and do 
nothing. 
Retirees have a lot to do. 
Retirement is a challenge. 
Retirement can be a very fulfilling time. 
continued 
121 






































ATTITUDES TOWARDS SELF 
I am uneasy about retiring. 
I think I am capable of dealing with 
retirement. 




I have prepared a will. 
I have set definite goals for my retirement. 
I have established my financial net worth 
I have made general plans as to how to spend my 
leisure time in retirement. 
I have looked into different retirement 
investments. 
I have tried to work out a budget for retirement 
I have considered what state pension option I'll 






I regularly make an effort to socialize. 
I actively participate in community 
organizations. 
HEALTH BEHAVIOR 
I exercise regularly (several times per week). 





Appendix D). two perceived involvement 
clpa11on and perceived control) and one 
were identified (see Table 3). 
scales 
overall 
5.4 QUESTION RESULTS 
1‘ C0MPARE° TO THE AMHERST MSCTURB/DISfflSSIQN BBnrn. nrn my,, 
PARTICIPATORY LEARNER GROUP INVOLVE EMPLOYEES MORE IN P R e* ? 
ANTICIPATED OUTCOME: The Participatory Learner group was expected 
to score higher on both the perceived participation and the perceived 
control scales the Participatory Learner group's course objectives 
were aimed toward that end. If the Participatory Learner group did 
not score higher on both scales, it could be argued that any analysis 
of group differences based on responses to Questions 2 through 8 would 
be suspect. 
OUTCOME: The Participatory Learner group scored higher than the 
Amherst Lecture/discussion group on the two perceived involvement 
scales: perceived participation and perceived control. Significant 
group differences were found on perceived participation (p < .03) and 
perceived control (p < .01), as determined by two univariate analyses 
of variance tests (see Table 4). 
UNPREDICTED OUTCOMES: None. 
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Table 3. 
Fact°r Scores of the Perceived Involvement 









To what extent did you express your ideas about 





I had some say in what topics were to be covered 
by the course. 00







I would recommend this course. 







of Mean Perceived Participation 












v- l U J 
me an 
- e/U1S C 
standard 
deviation 
participation 7.71 (2.06) 5.87 (1.91) 6.94 (2.00) 
perceived 
control 8.50 (2.07) 4.12 (3.04) 4.06 (2.67) 
GAIN SCALES? 
ANTICIPATED OUTCOME: The author initiated and implemented Design 
of the Comparisons Part I in conformance with traditional standards of 
measurement in the pre-retirement literature. That is. Design of the 
Comparisons Part I was employed to evaluate P.R.E. vis-a-vis three 
basic criteria: information, attitude, and behavior change (plus a 
fourth attitude towards retirement planning). Traditionally, the 
selection and definition of these criteria have been researcher- 
derived. However, employee input into the Participatory Learner 
course section may have resulted in differences with respect to: 
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topic, covered, course intensity, standards of success, and 
anticipated outcomes vis-a-vis information, attitude, and behavior 
change. That employee input did not alter the expected rankings of 
the Participatory Learner or Amherst Lecture/Oiscussion groups oh the 
4 hypothesized question groupings. That employee input did affect. 
however, the expected rankipgs of those 2 treatment groups on the i 
gain scales. 
Given comments by employees in the Participatory Learner group 
pre-course meetings that U/«ass employees were especially interested 
in the financial aspects of retirement planning, it was believed that 
the Participatory Learner group would score high on the finance 
information gain scale. 
On the other hand, because of expressed employee interest in 
finance and presumed relative disinterest in health. Participatory 
Learner group employees were expected to score lower than employees in 
the Amherst Lecture/Discussion group on information gain scales other 
than finance information. Employees in the latter group would have 
attended workshops on topics such as health regardless of the extent 
of pre-course interest in that topic. Yet group score differences 
were expected to be greater on finance information than on other 
information gain scales it was anticipated that Participatory Learner 
group scores on each of the information gain scales would also reflect 
the learning advantages of high levels of employee involvement (see 
Chapter 3). The Non—treatment Control group was expected to score low 
on each of the information gain scales, the effects of test-taking 
were expected to explain the low positive gain results. 
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OUTCOME: The Participatory Learner group ranked higheat on 
changes in finance information, the Amherst Lecture/Discussion group 
ranked highest on changes in consumer health information, and the 
Non-treatment group ranked highest on changes in health information 
(see Table 5). No significant overall group effect was found. 
UNPREDICTED OUTCOMES, The Participatory Learner group ranked 
lower than predicted on changes in consumer health information. The 
Amherst Lecture/Discussion group ranked lower than predicted on 
changes in finance information. The Non-treatment group ranked higher 
than expected on changes in finance information and consumer health 
informat ion. 
ANTICIPATED OUTCOME: In keeping with the premise that employees 
who are more involved in their own P.R.E. would score higher on most 
attitude and behavior gain scales, the Participatory Learner group was 
expected to score high on changes in attitudes towards retirement and 
attitudes towards self. Results on the attitudes towards older people 
gain scale were difficult to anticipate. Participatory group 
employees were expected to score high. Yet it was unclear which group 
would score higher on attitudes towards older people. Time 
constraints prevented the participation of retirees in the 
Participatory Learner group. Time constraints also prevented 
implementation of tiered problem situations in the same group. Both 
retiree participation and tiered problem situations were expected to 





















Lecture/Discussion group attended workshops that addressed the 1, 
of oider people stereotypes. On the other hand, attitudes towards 
self and attitudes towards older people might be expected to 
correlate. In overcoming self-directed stereotypes pursuant to 
gaining positive attitudes towards self, perhaps one is more inclined 
to question older people stereotypes in general. Such attitudinal 
transference would require identification between self and older 
people. If that connection between self and older people was 
perceived, the Participatory Learner group would then be expected to 
do well on attitudes towards older people because of expected high 
scores on attitudes towards self. 
OUTCOME: The Non-treatment group ranked highest on two gain 
scales: attitudes towards older people and attitudes towards self. 
The Participatory Learner group ranked highest on changes in attitudes 
towards retirement. The Amherst Lecture/Discussion group ranked 
lowest on all three attitude gain scales (see Table 5, page 128). 
Negative gain scores were found for all three groups on two gain 
scales: attitudes towards older people and attitudes towards 
retirement. The assigning of employees to a particular group (overall 
group effect) was found significant for one gain scale: attitudes 
towards retirement (p < .04). One group outperforming another 
(individual group effect) was found significant for one gain scale: 
the Participatory Learner group scored higher than the Amherst 
Lecture/Discussion group on changes in attitudes towards retirement 
(p < .01). 
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UNPREDICTED OUTCOME: Tbe Participatory Earner group ranted Power 
than expected on changes in attitudes towards sell. The Ambers! 
Lecture/Discussion group ranked lower than predicted on changes in 
attitudes towards older people, attitudes 
attitudes towards self. The Non-treatment 
expected on those same three attitude gain 
towards retirement and 
group ranked higher than 
scales. 
ANTICIPATED OUTCOME: In keeping with the premise that employees 
who are more involved in their own P.R.E. wou!d score higher on most 
attitude and behavior gain scales, the Participatory Learner group was 
expected to score high on changes in proactive behavior. The 
Participatory Learner group was expected to score somewhat high on 
changes in social behavior —there might be a carryover socializing 
effect from the course. The Amherst Lecture/Discussion group was 
expected to score high on the gain scale that reflected the course's 
workshop on nutrition and health, i.e., health behavior. 
OUTCOME: The Participatory Learner group ranked highest on two 
gain scales: proactive behavior and social behavior. The Amherst 
Lecture/Discussion group ranked highest on changes in health behavior 
(see Table 5, page 128). No significant overall group effects or 
individual group effects were found for any of the three behavior gain 
scales. 
UNPREDICTED OUTCOMES: The Amherst Lecture/Discussion group ranked 
lower than expected on changes in proactive behavior and social 
behavior. The Non-treatment group ranked higher than predicted on 
those same two gain scales. 
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ANTICIPATED OUTCOMES Positive part correlations were expected 
within the Participatory Learner group between perceived participation 
and six gain scales: finance information, attitudes towards older 
people, attitudes towards retirement, attitudes towards self, 
proactive behavior, and social behavior. Part correlations on these 
Six gain scales were expected to be either significant or, at the very 
least, to exceed .30. Levels of significance vary with sample size. 
A correlation that exceeds .30, and is not statistically significant 
because of sample size, may nonetheless signal a relationship that is 
worthy of note. Employees during Participatory Learner pre-group 
meetings stated that employees were interested—and thus would be 
willing to involve themselves—in activities that were 
financially-related or clearly retirement-connected. The six gain 
scales, identified above, are either financially-related or clearly 
ret i rement-related. Significant positive or correlations that 
exceeded .30 were expected within the Participatory Learner group 
between perceived control and those same six gain scales—although 
there is little in the P.R.E. literature to suggest positive 
correlations between perceived control and information, attitude, or 
behavior change. 
OUTCOME: Within the Participatory Learner group alone, positive 
part correlations (significant or higher than .30) were found between 
either perceived participation or perceived control and 12 of 18 
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i 
informat ion, attitude, or Savior gain scaiea ,aee Tables 6 and 
More specifically, these positive part correlations were found between 
either perceived participation or perceived control and 11 of 12 
attitude or behavior gain scales. The only negative part correlation 
among these 12 gain scales was between perceived participation and 
social behavior. On the other hand, positive part correlations 
(significant or higher than .30) were only found between either 
perceived participation or perceived control and 1 out of 6 
information gain scales: perceived participation and health 
information. The following part correlations within the Participatory 
Learner group were found to be significant: perceived participation 
and changes in attitudes towards older people (p < .01), perceived 
participation and changes in attitudes towards retirement (p < .05), 
perceived participation and changes in proactive behavior (p < .01), 
perceived control and changes in attitudes towards older people 
(P < .03). 
The following part correlation scattergrams revealed a 
linear-shaped distribution (a range of plotted points that 
approximates a straight line): perceived participation and 3 gain 
scales—attitudes towards older people, attitudes towards retirement, 
and proactive behavior; and perceived control and 4 gain 
scales attitudes towards older people, attitudes towards retirement, 
attitudes towards self, and social behavior (for examples of different 
scattergram configurations, see Figure 1). The following part 
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Table 6. Extent to which Perceived • 


























attitudes towards self .60 
-.03 
.08 










Lecture/Die; Non-treatment Control 
.22 
.29 
*bold denotes significant correlation 
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Table 7. Extent to which Perceived i • 


























attitudes towards self .54 
-.04 
.05 
proactive behavior .43 
.23 
,33 
social behavior .49 
.14 
.33 
health behavior .56 
.06 
.06 




















Figure 1. Sample Scattergrams 
(X axis= level of perceived involvement 





distribution ("arrowing rang* of plotted points at bigner and of the 
gain scale spectrum): perceived control and changes in health 
behavior. Two part correlation scattergrams revealed a reversed 
wedge-shape distribution (increasing range of plotted points at higher 
end of the gain scale spectrum,: perceived control and 2 gain 
scales-finance information and proactive behavior. Two scattergrams 
revealed outlier points (plotted points on a scattergran, that do not 
conform to the general pattern of plotted points): perceived 
participation and two gain scales—health information and social 
behavior. 
UNPREDICTED OUTCOMES: Many of the Participatory Learner 
correlations were much higher than expected, especially those 
correlations between perceived control and the gain scales. The 
negative correlation between perceived participation and changes in 
social behavior was an exception to that finding. 
ANTICIPATED OUTCOME: Within the Amherst Lecture/Discussion group, 
no positive part correlations (either significant or higher than .30) 
were expected between perceived participation and each of the gain 
scales. Lower positive part correlations were expected in the Amherst 
Lecture/Discussion group because there was less opportunity for 
employee involvement in this group. It was unclear how perceived 
control would correlate with the gain scales in the Amherst 
Lecture/Discussion group. No positive part correlations (either 
significant or higher than .30) were expected between perceived 
control and each of the 9 gain scales. 
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OUTCOME: Within the Amherst Lecture/Discussion group alone, 
positive part correlations (significant or higher than .30) were found 
between either perceived participation or perceived control and no 
gain though perceived participation and changes in social 
behavior reported a correlation coefficient of exactly .30 (see Tables 
6 and 7, pages 133-4). No part correlations within the Amherst 
Lecture/Discussion group were found to be significant. 
The following part correlation scattergrams revealed a 
linear-shaped distribution: perceived participation and attitudes 
towards older people. The following part correlation scattergrams 
revealed a wedge-shaped (narrowing range of plotted points at the 
higher end of the gain scale spectrum): perceived participation and 3 
gain scales—consumer health information, attitudes towards self, and 
proactive behavior; perceived control and three gain scales—finance 
information, attitudes towards retirement, and attitudes towards self. 
UNPREDICTED OUTCOMES: Save for the correlations between perceived 
involvement scales and behavior gain scales, found correlations within 
the Amherst Lecture/Discussion group were lower than anticipated. 
ANTICIPATED OUTCOME: Within a combined group that included both 
the Participatory Learner and the Amherst Lecture/Discussion 
employees, no positive part correlations (significant or higher than 
.30) were expected between perceived participation and the 9 gain 
scales. No positive part correlations (significant or higher than 
.30) were were expected between control and the 9 gain scales. 
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OUTCOME: Within a combined group that included both the 
Participatory Learner and the Amherst Lecture/Discussion employees, 
positive part correlations (significant and higher than .30, were 
found between either perceived participation or perceived control and 
4 of 18 information, attitude, or behavior gain scale gain scores: 
perceived participation and proactive behavior (p < .01), perceived 
participation and social behavior (p < .01), perceived control and 
proactive behavior (p < .03), perceived control and social behavior 
(p < .02) (see Tables 6 and 7, pages 133-4). 
The following part correlation scattergrams revealed a 
wedge-shaped distribution (narrowing range of plotted points at the 
higher end of the gain scale spectrum): perceived participation and 
two gain scales—attitudes towards self and proactive behavior; 
perceived control and five gain scales—finance information, consumer 
health information, health information, attitudes towards retirement, 
and attitudes towards self. 
UNPREDICTED OUTCOMES: The part correlations between the two 
perceived involvement scales and two behavior gain scales—proactive 
behavior and social behavior—were higher than expected. 
4. DID ADJUSTING FOR PERCEIVED INVOLVEMENT AFFECT HOW THE TWO 
TREATMENT GROUPS SCORED ON THE INFORMATION, ATTITUDE, AND BEHAVIOR 
GAIN SCALES? 
ANTICIPATED OUTCOME: Adjusting for perceived involvement during 
the univariate analyses of covariance was expected to lower the scores 
of the Participatory Learner group relative to the scores of the 
Amherst Lecture/Discussion group on the three attitude and three 
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behavior gain scales. It was believed that the scores of the 
Participatory Learner group on those gain scales were, in part, a 
consequence o£ high levels o£ perceived involvement. 
OUTCOME: In comparing just the two treatment groups, and with 
only the pre-test adjusted £or, the Participatory Learner group scored 
higher than the Amherst Lecture/Discussion group on five gain scales: 
finance information, attitudes towards retirement, attitudes towards 
self, proactive behavior, and social behavior (see Table 8). 
When the pre-test and perceived participation were adjusted for, 
the relative scores of the Participatory Learner group (i.e, relative 
to the scores of the Amherst Lecture/Discussion group) were lowered on 
eight gain scales: finance information, health information, attitudes 
towards older people, attitudes towards retirement, attitudes towards 
self, proactive behavior, social behavior, and health behavior. No 
significant group differences were found on any of the gain scales 
(see Table 9). 
When the pre test and perceived control were adjusted for, the 
relative scores of the Participatory Learner group were lowered on 
five gain scales: consumer health information, attitudes towards self, 
proactive behavior, social behavior, and health behavior. A 
significant group difference was found on one gain scale: attitudes 
towards retirement (see Table 10). 
When the pre-test and both perceived participation and perceived 
control were adjusted for, the relative scores of the Participatory 











Table 8. Gain Scale Scores by Group, 
Adjusted for Pre-test 
GAIN SCALES 
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— Participatory Learner 











Table 9. Gain S 
Adjusted for Pre-test cale Scores by Group 
and Perceived Partic ipation 
GAIN SCALES 
GROUPS 
— Participatory Learner 













Gain Scale Scores by Group, 
Pre-test and Perceived Control 
GAIN SCALES 
GROUPS 
— Participatory Learner 
(Z2=1 Amherst Lecture/Disc. 
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retirement, attitudes towards self, prnactive behavior, social 
behavior, and health behavior. On two of those gain scales (attitudes 
towards self and proactive behavior), the Participatory Learner group 
scored lower than the Amherst Lecture/Discussion group-reversing the 
rank order of the treatment groups on those two gain scales (see Table 
ID. 
UNPREDICTED OUTCOMES: When perceived participation was adjusted 
for, the Participatory Learner group's relative scores were lowered on 
two gain scales—finance information and health information, when 
perceived control was adjusted for, the Participatory Learner's 
relative scores were lowered on one gain scale-consumer health 
information. The relative scores of the Participatory Learner group 
were not lowered on two gain scales—attitudes towards older people 
and attitudes towards retirement—when perceived control was adjusted 
for. 
5 • IS THEIRE A SIGNIFICANT RELATIONSHIP BETWEEN ANY OF THE 
DEMOGRAPHIC VARIABLES AND THE n THE INFORMATION, ATTITUDE, OR BEHAVIOR 
GAIN SCALES? 
ANTICIPATED OUTCOME: Relations between the demographic variables 
and the nine gain scales were tested, first, by not adjusting for 
treatment group effect, and then by adjusting for treatment group 
effect. With respect to the former, the results were hard to predict 
in that there is little in the P.R.E. literature that suggests how 











Table 11. Gain Scale Scores by Group 
Perceived Participation, Adjusted for Pre-test, 
and Perceived Control 
GAIN SCALES 
GROUPS 
■— Participatory Learner 
zz=1 Amherst Lecture/Disc. 
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ti tude , or behavior pnr t-u-*. 
u:* tor that reason, only aenpran,«j 
y generalized expectations 
ate put forth here. No directionality o£ relationships is implied. 
Gender was expected to relate significantly to changes in health 
information and health behavior. Political philosophy was expected to 
relate significantly to the attitude gain scales. Union activism and 
political activism were expected to relate significantly to the 
attitude and behavior gain scales. Age was expected to relate 
significantly to many of the gain scales, especially attitudes towards 
older people, attitudes towards retirement, and proactive behavior. 
OUTCOME: With the univariate analysis of covariance not adjusted 
for treatment, the following overall relationships were found 
significant between the demographic variables and the gain scales: 
education and consumer health information (p < .01); political 
philosophy and attitudes towards self (p < .04); political activism 
and social behavior (p < .02); marital status and health behavior 
(P 5. *01)? an<3 age and finance information (p < .03), attitudes 
towards older people (p < .02) and attitudes towards retirement 
(p < .05). In addition, the following significant category 
comparisons were found between the demographic variables and the gain 
scales: employees with high school degrees scored higher than 
employees without high school degrees on consumer health information 
(p < .01); employees who described themselves as hardly to very 
politically active scored higher than employees who described 
themselves as politically inactive on social behavior (p < .02); 
employees without marital partners scored higher than employees with 
marital partners on health behavior (p < .01); employees in the age 
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category 61-80 scored higher than employees in the 
F y«es ln the category 20-50 on 
finance information ,p < .02,; empioyees in the a9e category 51-60 
scored higher than employees in the category 20-50 on finance 
information (P < .01); employees in the age category 51-60 scored 
higher than employees in the category 61-80 on attitudes towards cider 
people (p < .01) (see Table 12). 
unpredicted OUTCOMES: a significant relationship was found 
between both education and marital status and a gain scale. No 
significant relationship was found between either political activism 
or union activism and any gain scale. 
ANTICIPATED OUTCOME: When the treatment was adjusted for, gender 
was expected to relate significantly to changes in health information 
and health behavior. Political philosophy was expected to relate 
significantly to the attitude gain scales. Union activism and 
political activism were expected to relate significantly to the 
attitude and behavior gain scales. Age was expected to relate 
significantly to many of the gain scales, especially attitudes towards 
older people, attitudes towards retirement, and proactive behavior. 
OUTCOME: With the univariate analysis of covariance adjusted for 
treatment the following overall relationships were found significant 
between the demographic variables and the gain scales: political 
philosophy and attitudes towards self (p < .05); marital status and 
health behavior (p < .02); and age and finance information (p < .03), 
attitudes towards older people (p < .02), and attitudes towards self 
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were found significant between the demographic variables and the gain 
scales: employees without marital partners scored higher than 
employees with marital partners on health behavior (p < .02). an(J 
employees in the age category 61-80 scored higher than employees in 
the category 20-50 on finance information <p < .02, employees in the 
age category 51-60 scored higher than employees in the category 61-80 
on attitudes towards older people (p < .01), employees in the age 
category 51-60 scored higher than employees in the category 20-50 on 
finance information (p < .02)—(see Table 12, page 147). 
Interactive effects between group and job grade were found 
significant on changes in consumer health information (p < .02). 
Within the Participatory Learner group, salary grade positively 
correlated with changes in consumer health information; within the 
Amherst Lecture/Discussion group, no overall pattern emerged; within 
the Non-treatment Control group, salary grade negatively correlated 
with changes in consumer health information. Interactive effects 
between group and sex were found significant on changes in consumer 
health information (p < .03). Within the Participatory Learner group, 
females scored higher than males; within both the Amherst 
Lecture/Discussion and Non-treatment Control groups, males scored 
higher. Interactive effects between group and education were found 
significant on changes in proactive behavior (p < .02). Within both 
the Participatory Learner and Amherst Lecture/Discussion groups, 
employees with high school diplomas scored higher than employees 
without high school diplomas; within the Non-treatment Control group, 
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employees without high school diplomas 
with diplomas. 
scored higher than employees 
UNPREDICTED OUTCOMES: A relationship between earital status ana a 
gain scale was found significant. No relationships were found 
significant between political activism or union activism and a gain 
scale. 
ANTICIPATED OUTCOMES: Both P.R.E. groups were expected to receive 
high recommendation scores—most P.R.E. courses receive high 
evaluations. The group rank order of the recommendation would depend 
upon the success of the Participatory Learner course. For that 
course, as opposed to a lecture/discussion course, may not be as 
easily packaged to succeed, and has no track record of perceived 
success. 
OUTCOME: Both courses as well as the other campus 
lecture/discussion courses were highly recommended by enrolled 
employees (see Table 13). Employees in the Participatory Learner 
course section were slightly more favorable in their recommendation. 
The differences on the overall evaluation scale between the 
Participatory Learner, the Amherst Lecture/Discussion, and the other 
campus lecture/discussion course were not found to be significant. 




Comparison of Mean Course 
















9.37 ( .79) 
7‘ PIP EMPLOtEES IDENTIFY AS THE HOST IMPORTANT 
LESSOM, OR IDEA GAINED BY ATTENDING THE f.R.E. COURSE? Mn what 
—P.R.E. COURSE ACCOUNTS FOR THAT PERCEPTIONS 
ANTICIPATED OUTCOMES: In reference to the question, “What was the 
most important feeling, lesson, or idea that you got from this 
course?, ' Participatory Learner group employees were expected to cite 
more often the possibilities engendered by the peer-education aspects 
of the class as well as cite confidence in their own ability to 
prepare for retirement. Employees in the Amherst Lecture/Discussion 
group were expected to cite more often what many presentors 
emphasized: the importance of preparing for retirement. 
OUTCOME: With respect to the first question, employees in the 
Participatory Learning group tended to cite ideas or feelings related 
to the course section. Two Participatory Learner group employees used 
the phrase, "the feeling of learning." Other comments by 
Participatory Learner group employees included: "everybody was 
interested," "exposing oneself to other employees in a P.R.E. course," 
"I found out about ageist myths," "I tried to be helpful," "I learned 
150 
alot.» -I enjoyed the workshops.- -the importance of p.r.e„. -j £ound 
out I don't have the money to financially plan," .r. lgnorant q£ 
retirement facts,- and -the importance of the facilitator.- 
Fifteen Amherst Lecture/Discussion group employees identified one 
or more particular workshops as the most important feeling, lesson, or 
idea; 5 employees mentioned that the course was very informative; 5 
employees mentioned the importance of planning ahead for retirement; 
and 2 employees praised the course, other comments written by Amherst 
Lecture/Discussion group employees included: "I learned a great deal," 
"f was interested in all of it,- -there was too much information for 
the allotted time," "some topics should have been explored more 
in-depth," -there were things in the course that I never thought of 
before," “I got a good feeling about retirement,- and "I missed alot." 
UNPREDICTED OUTCOMES: The Amherst Lecture/Discussion group most 
often cited effective workshops in response to the first question. 
ANTICIPATED OUTCOME: with respect to the follow-up question, 
"What happened in the course that made this difference?," it was 
thought that employees in the Participatory Learner group would cite 
the participatory aspects of the course, while employees in the 
Amherst Lecture/Discussion group were expected to cite competent 
workshop presentors. 
OUTCOME: With respect to what about the course accounted for that 
perception, most Participatory Learner employees cited some 
participatory aspect of the course section. Participatory Learner 
group employees identified a "feeling of togetherness among the group 
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participants 2 employe mentioned course discussion-averse had 
a chance to speak." other comments by Participatory Learner 3roup 
employees included: "articles," "surveys," "questions that everyone 
asked," "how the facilitator involved everyone in the course," "how 
the facilitator made things easy to understand," "spontaneous input by 
course participants." "items you'd never associate with retirement 
topics," and "participation in the interviews." 
Amherst Lecture/Discussion employees tended to cite a variety of 
reasons in response to the second question. Four Amherst 
Lecture/Discussion group employees identified one or more presentors 
as having accounted for the most important feeling, lesson, or idea 
that was gained by the course, 3 mentioned "everything," and 2 each 
mentioned: " a particular topic," "the need for a longer course," 
"questions that I asked myself," "general knowledge," and the "retired 
couple on the video." Other comments by Amherst Lecture/Discussion 
group employees included: "I don't know," "the discussion of 
individual questions," "how the coordinator ran the course," "the 
explanation of different things," and "nothing." 
UNPREDICTED OUTCOMES: The range of responses by employees in the 
Amherst Lecture/Discussion group was not expected. 
8. HOW DID EACH OF THE COURSE SECTIONS RATE ON THE 
EMPLOYEE-DESIGNED EVALUATION? 
ANTICIPATED OUTCOMES: The employee-designed evaluation had a 
quantitative as well as a qualitative component. With respect to the 
former, the Participatory Learner group was expected to score highest 
on Questions I (Did this retirement course get at what you wanted to 
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know?) and II (We 
re your questions 
---— answered by this retirement 
course?). It was recognised, however, that emplQyees ^ ^ ^ 
have bee" to problem-posing and so may have set 
higher standards by which to respond to Questions ! and II. Both the 
Participatory Learner and the Amherst Lecture/Discussion groups were 
expected to score high on Question III (Was this retirement course 
beneficial for employees?) for the same reason listed in Anticipated 
Outcome, Question 6. 
OUTCOME: The Participatory Learner, the Amherst 
Lecture/Discussion, and the other campus lecture/discussion groups 
each scored high on the three questions asked (see Table 14). 
Table 14. Comparison of Mean (Employee-Designed) 





Question I 4.55 (1.33) 
Question II 3.89 (1.76) 





mean standard me an standard 
deviation deviation 
4.48 (1.36) 4.88 ( .68) 
3.65 (1.89) 3.97 (1.77) 
4.87 ( .72) 4.94 ( .34) 
The other campus lecture/discussion groups scored highest on questions 
I (Did this retirement course get at what you wanted to know?) and II 
(Were all your questions answered by this retirement course?) The 
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Participatory Learner group scored highest on question III this 
retirement course beneficial for employees?,. The Amherst 
Lecture/Discussion group scored lowest on all three questions. No 
significant group differences on any of the questions was found. 
UNPREDICTED OUTCOMES The Participatory Learner course was ranRed 
second, after other campus Lecture/Discussion, on Questions I and II. 
ANTICIPATED OUTCOME: Both the Participatory Learner course and 
the Amherst Lecture/Discussion course were expected to receive 
favorable short essay responses to the questions: Did this retirement 
course get at what you wanted to know? Were all your questions 
answered by this retirement course? Was this retirement course 
beneficial for employees? 
OUTCOME: With respect to the short essay employee responses, it 
should be noted that a some 66% of Participatory Learner group 
employees responded as opposed to anywhere from 32% to 45% (depending 
upon the particular question) of Amherst Lecture/Discussion group 
employees. The summary below will exclude comments that are simple 
yes or no those comments are accounted for in the quantatative 
results above. Participatory Learner group employees responded to 
Question I (Did this retirement course get at what you wanted to 
know?) as follows: 2 employees mentioned that the course raised 
issues/questions that were new to the employee, one employee wrote 
that, "in a group all your questions are not completely covered." 
Amherst Lecture/Discussion employees mentioned similar concerns: one 
employee wrote that the course should cover additional topics, another 
wrote that his/her own retirement was dependent upon information not 
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covered in the course, and a third wrote that s/he needed .ore input 
before making the decision to retire. 
Individual Participatory Learner group employees wrote the 
following comments in response to Question II: (Were all your 
questions answered by this retirement course?,: "Some were answers I 
never knew applied, especially sex after 50, 60, or better. This was 
a high-light!," "some could be explained further," "the only better 
coverage would be one on one." Individual Amherst Lecture/Discussion 
employees responded to Question 2 as follows: "This course showed me I 
had many questions I had not considered which should be answered," »l 
need specific answers to income in my individual case," "i didn’t 
think the housing part was that good," "state questions but none 
relating to Social Security." 
Participatory Learner employees responded to Question III (Was 
this retirement course beneficial for employees?) as follows: the 
course was highly recommended by 2 employees, 1 employee remarked that 
more from his/her department should have enrolled and benefitted, 1 
employee suggested that this type of course be sponsored again in the 
future. Amherst Lecture/Discussion employees responded as follows to 
Question 3: 5 employees highly recommended the course, 2 employees 
suggested that the course be offered annually, 2 employees remarked 
that they would like to take a follow-up course—one of the two would 
like to see in the follow-up course, "ideas brought together." Other 
comments by employees included: "I happened to know alot of the things 
that were talked about. But I still enjoyed it," "to those who knew 
about it," and "quite a few subjects were covered in this course." 
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UNPREDICTED OUTCOMES: Though the employee oo—nt. wete genetally 
very Positive tot hoth coutse sections, the .1*1, c.ltlc.1 tenths 
directed towards the Amherst Lecture/Discussion course section 
concerning course intensity were unexpected. That some employees may 
have preferred greater course intensity is a surprise. 
5.5 SUMMARY OF QUESTION RESULTS 
The following statements summarize the results to the 8 research 
questions. 
1. The levels of both perceived participation and perceived 
control were significantly higher within the Participatory Learner 
group as opposed to the Amherst Lecture/Discussion group. High levels 
of perceived participation and perceived control were found within the 
Participatory Learner group, moderate levels of perceived 
participation and perceived control were found within the Amherst 
Lecture/Discussion group. 
2. The Participatory Learner group was ranked first on more gain 
scales than any other group. In relation to the two comparison 
groups, the Participatory Learner group scored highest on four gain 
scales: finance information, proactive behavior, social behavior, and 
attitudes towards retirement; the Amherst Lecture/Discussion group 
scored highest on two gain scales: consumer health information and 
health behavior; the Non-treatment Control group scored highest on 
three gain scales: health information, attitudes towards older people, 
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group effect was found 
and attitudes towards self. Overall 
significant for only one gain scaie: attitudes towards retreat 
(P 1 .04). maiviaual group effect was founa significant on one gain 
scaie: The Participatory Learner group scored nigner man the Amherst 
Lecture/Discussion group on attitudes towards retirement (p < .01). 
3. Positive correlations (significant or higher than .30, were 
found between the perceived involvement scales and 12 of 18 gain 
scales within the Participatory Learner group. No positive 
correlations (significant or higher than .30) were found between the 
perceived involvement scales and the 18 gain scales within the Amherst 
Lecture/Discussion group. Positive part correlations (significant and 
higher than .30) were found between the perceived involvement scales 
and 4 of 18 gain scales within the combined group (Participatory 
Learner and Amherst Lecture/Discussion). 
4. Adjusting for perceived participation, perceived control, or 
perceived participation and perceived control appeared to affect the 
scoring patterns of the two treatment groups on the 9 gain scales. 
Adjusting for perceived participation lowered the scores of the 
Participatory Learner group on 8 gain scales, adjusting for perceived 
control lowered those scores on 5 gain scales, adjusting for both 
perceived participation and perceived control lowered those scores on 
5 gain scales. 
5. More significant relationships existed between age and the 9 
gain scales than between any other demographic variable and those gain 
scales. Salary grade, education, sex, marital status, and political 
philosophy were significantly related to one or more gain scales. 
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6. Employees gave both course sections high evaluations. The 
Participatory Learner group scored slight!, higher than the Amherst 
Lecture/Discussion group on this scale. A tew Amherst 
Lecture/Discussion employees and one Participatory Learner group 
employee would have preferred more in-depth treatment of covered 
topics. 
7. Employees in the Participatory Learner group cited various 
positive feelings and ideas in response to the question: -What was the 
most important feeling, lesson, or idea that you got from this 
course?" Employees in that group attributed those positive feelings 
and ideas to the participatory aspects of the course. Employees in 
the Amherst Lecture/Discussion group tended to cite a particular 
lesson—i.e., the name of a workshop-in response to the question, 
"What was the most important feeling, lesson, or idea that you got 
from this course?" Employees in that group gave a variety of reasons 
for preferring a particular lesson. 
8. All course sections received high ratings from responses 
solicited via the employee-designed questionnaire. The Participatory 
Learner group scored higher than the Amherst Lecture/Discussion group 
on the three questionnaire items: Did this retirement course get at 
what you wanted to know? Were all your questions answered by this 
retirement course? And was this retirement course beneficial for 
employees? A few mildly critical comments were directed towards the 




6.1 CHAPTER OVERVIEW 
This chapter aims to make sense of the results of this study. 
Towards that end, this chapter presents an analysis of the results to 
the research questions reported in Chapter 5. This analysis addresses 
the findings and the problems that emerged during the contrast of 
anticipated outcomes, actual outcomes, and unpredicted outcomes. 
Further, this analysis weighs those findings and problems against the 
10 problems associated with contemporary P.R.E., as identified in 
Chapter 2. Finally, it is important to note that the results to the 
questions in this study are based upon two sources. The author 
developed two questionnaires intended for employee response. And some 
of those employees developed another questionnaire also intended for 
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employee response. To that base of information, the author adds a 
postscript of personal observations. Chapter 6, then, offers an 
interpretation of this study's findings, followed by a review of those 
results vis-a-vrs "A Critique of Contemporary P.R.E.,- followed by 
some personal observations and thoughts concerning the course 
sect ions. 
6.2 INTERPRETATION OF THE QUESTION RESULTS 
What follows is essentially a two-part interpretation of the 
results. The interpretation of the results to Questions 1 through 4 
addresses the following concerns: To what extent does a participatory 
learner course promote employee involvement in P.R.E.? To what extent 
does a participatory learner P.R.E. course prepare employees for 
retirement? And to what extent is employee involvement in 
P.R.E. associated with effective preparation for retirement? The 
interpretation of the results to Questions 5 through 8 addresses the 
following concerns: Is there a significant relationship between any of 
the demographic variables and the 9 gain scales? To what extent did 
employees favorably evaluate the two Amherst course sections? 
Question 1. As compared to the Amherst 
Lecture/Discussion group, did the Participatory 
Learner group involve employees more in P.R.E.? 
The levels of both perceived participation and 
perceived control were significantly higher within the 
Participatory Learner group than within the Amherst 
Lecture/Discussion group. High levels of perceived 
participation and perceived control were found within 
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the Participatory Learner group, moderate levels of 
perceived participation and perceived control were 
found within the Amherst Lecture/Discussion group. 
The results to Question 1 are important because they lend strong 
support to a pair of suppositions: The Participatory Learner group was 
indeed participatory, and the compared treatment groups were distinct 
with respect to at least two dimensions—perceived participation and 
perceived control. It is important to note that the confirmation of 
these two suppositions is derived from employee, as opposed to 
researcher, perceptions of employee involvement. It is also important 
to note that although the Participatory Learner group was indeed 
participatory with respect to levels of perceived involvement, it was 
different in practice from the participatory learner P.R.E. model 
proposed in Chapter 3. The proposed participatory learner 
P.R.E. model reflected a super imposition of Freirian and participatory 
research methods upon P.R.E. The intent was to mix Freire's more 
directive, consciousness-raising approach with the more self-reliant, 
democratic practices of participatory research. Time constraints, 
however, prevented the implementation of several planned Freirian-type 
exercises within the Participatory Learner group. Consequently, the 
Participatory Learner course section referenced in the "Design of 
Comparisons," although inclusive of Freirian methods, was more 
participatory research-oriented than intended. 
Question 2. As compared to the Amherst 
Lecture/Discussion and the Non-treatment Control 
groups, did the Participatory Learner group score 
higher on a majority of the information, attitude, or 
behavior gain scales? 
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The Participatory Learner group was ranked first on 
more garn scales than any other group. m relation to 
the two comparison groups, the Participatory Learner 
group scored highest on four gain scales: finance 
in ormation attitudes towards retirement, proactive 
behavior, and social behavior; the Amherst 
Lecture/Discussion group scored highest on two gain 
scales: consumer health information and health 
behavior; the Non-treatment Control group scored 
highest on three gain scales: health information, 
attitudes towards older people, and attitudes towards 
self. Overall group effect was found significant for 
only one gain scale: attitudes towards retirement 
(p < .04). Individual group effect was found 
significant on one gain scale: The Participatory 
Learner group scored higher than the Amherst 
Lecture/Discussion group on attitudes towards 
retirement (p < .01). 
The results to Question 1 were found to support the following 
hypothesis: The Participatory Learner group was more effective than 
the Amherst Lecture/Discussion group in involving employees in P.r.e. 
Thus a pre-condition to interpreting the results to Question 2 was 
satisfied. The results to Question 2 can then address the following 
question: Was the Participatory Learner group more effective than 
either the Amherst Lecture/Discussion group or the Non-treatment 
Control group in preparing employees for retirement? Specifically, 
was the Participatory Learner group more effective than the two 
comparison groups in promoting information, attitude, and behavior 
change. 
Two criteria can be used to determine which group was most 
effective on the gain scales: rank order of groups and adjusted means 
by group. The Participatory Learner group was ranked first on 4 gain 
scales, the Amherst Lecture/Discussion was ranked first on 2, and the 
Non-treatment Control group was ranked first on 3. The Participatory 
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Learner group was ranked first on mere gain scaies than any other 
group, yet it was not ranked first on a majority of the gain scales. 
When the adjusted means for each of the 9 gain scales were reviewed, 
n became apparent that the adjusted means of the Participatory 
Learner group, in general, exceeded those of the Amherst 
Lecture/Discussion group. And the adjusted means of the latter group, 
in general, exceeded those of the Non-treatment Control group. Yet 
despite those group differences, it is not at all clear that a review 
of the adjusted means advances the interpretation of the results to 
Question 2. Thus, reviewing the rank order of groups alone or the 
adjusted means by group alone generates an ambiguous response to the 
question: Was the Participatory Learner group more effective than 
either the Amherst Lecture/Discussion group or the Non-treatment 
Control group in preparing employees for retirement. 
An unambiguous interpretation of the results of Question 2 may be 
generated by analyzing rank order of group and the adjusted means by 
group together, and within a wider context. 
The unpredicted ranking of groups as found in the results to 
Question 2 may be more clearly understood by excluding the rank order 
of the Non-treatment Control group. The comparison of just the 
Participatory Learner and Amherst Lecture/Discussion groups is 
striking on every one of the 9 gain scales rank order between the two 
groups was predicted (see Table 15). Further, the magnitude 
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Table 15. Predicted Rank of Treatment Groups 
on the Gain Scales 
First_ Se cond 









































Of the adjusted mean differences between the two groups was predicted 
for 7 of 9 gain scales-the difference fell short of expectation on 
changes in attitudes towards self and exceeded expectation on changes 
in social behavior. The smallest adjusted bean difference between the 
two groups (the rant order of the groups was reversed if group bean 
values were substituted for missing values-the only scale, 
incidentally, in which rank order could be so affected) was found on 
the most difficult gain scale to predict-attitudes towards older 
people. 
Inclusion of the Non-treatment Control group clouds the 
interpretation. The Non-treatment Control group was unexpectedly 
ranked second on four gain scales. Given the limited number of 
employees in the Non-treatment Control group (7 enrolled, 5 completed 
both pre-test and post-test), and no found individual group 
significance involving this group, it makes sense to weigh whether the 
Non-treatment Control group ought to be included in an interpretation 
of the gain scale trends. On the four gain scales in question, it 
appears that the magnitude of the gain scores of the Non-treatment 
Control group do not warrant attention. Why the Non-treatment Control 
group ranked highest attitudes towards self may be likewise explained. 
It is unclear, however, why the Non-treatment group ranked highest on 
changes in health information—that magnitude of that gain score 
invites attention and evades simple explanation. 
To more fully understand the findings to Question 2, pre-course 
employee interest in potential P.R.E. topics ought to be considered. 
The Participatory Learner group was more effective on those 
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informat ion and behavior gain scales that reflected a high pre-course 
employee interest. As an example, employees expressed a high 
pre-course interest in retirement-related finances, the Participatory 
Learner group scored highest on changes in finance information. The 
Amherst Lecture/Discussion group was more effective on those 
information and behavior gain scales that did not reflect a high 
pre-course employee interest. As an example, employees in the 
Participatory Learner group did not express a a high pre-course 
interest in retirement-related health concerns, and the Amherst 
Lecture/Discussion group scored highest on changes in health behavior. 
The Participatory Learner group gained more than the Amherst 
Lecture/Discussion group on each of the attitude gain scales. The 
Participatory Learner group was slightly more effective on changes in 
attitudes towards older people, somewhat more effective on changes in 
attitudes towards self, and significantly more effective on changes in 
attitudes towards retirement. 
Looking then at the rank order of groups, the adjusted means by 
group, and pre-course employee P.R.E. interests one arrives at an 
interpretation of the findings to Question 2. Only the Participatory 
Learner group appears have scored high within each of the following 
broad evaluative dimensions: information, attitude, and behavior 
change, although differences on eight of the nine scales were not 
statistically significant. Information, attitude, and behavior change 
were each gauged by three scales. The Participatory Learner group 
scored relatively high on two out of three gain scales within each of 
the following evaluative dimensions: information, attitude, and 
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behavior change. In contrast, the Amherst Lecture/Discussion group 
scored relatively high on only two o£ the three information gain 
scales, while the Non-treatment Control group scored relatively high 
on only two out of the three attitude gain scales. Rank order and 
adjusted means were both considered in determining a » relatively 
high" score. A highest ranking was automatically a "relatively high- 
score, a second highest ranking was sometimes a "relatively high- 
score-depending upon the magnitude of the adjusted mean. Only groups 
that scored relatively high on two of three gain scales in a 
particular evaluative dimension are cited. Within the information 
dimension, the Participatory Learner group appeared to especially 
effective on two gain scales: finance information and consumer health 
information. The Amherst Lecture/Discussion group appeared to be 
especially effective on two gain scales: consumer health infomation 
and health information. Within the attitude dimension, the 
Participatory Learner group appeared to be especially effective on two 
gain scales: attitudes towards retirement and attitudes towards self. 
The Non—treatment Control group appeared to be especially effective on 
two gain scales: attitudes towards older people and attitudes towards 
self. Within the behavior dimension, the Participatory Learner group 
appeared to be especially effective on two gain scales: proactive 
behavior and social behavior. At the very least, then, the findings 
to Question 2 suggest that the Participatory Learner group is as 
effective as the Amherst Lecture/Discussion and the Non-treatment 
Control groups on the nine gain scales. More, the findings suggest 
the following trend: the Participatory Learner group is the most 
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effective group on the nine gain scales. And, finally, this 
interpretation of the findings and trends concludes that because 
the 
Participatory Learner group was the only group to demonstrate 
effectiveness in promoting information, attitude, and behavior 
change the Participatory Learner group appears to be the most 
effective group in preparing employees for retirement. 
Why negative gain scores were found for all three groups on 
attitudes towards older people and attitudes towards retirement may be 
explained by treatment effect. Some aspect of the treatment and/or 
testing procedure may have undermined positive scores on the attitude 
gain scales. One speculates that the negative gain found on these two 
scales may be the result of employees, prompted by either the 
P.R.E. course or the testing procedure, assessing retirement from a 
more critical perspective. Both course and test may serve as 
reminder: Retirement approaches—are you prepared? Further, the 
pre-test and post-test scores ought to be noted for the gain scales 
under examination (see Appendix F) . High pre-test and high post-test 
scores were found for both treatment groups on on the two scales. In 
relation to the other 7 information, attitude, or behavior scales, 
attitudes towards older people and attitudes towards retirement 
pre-test scores were very high. The range of pre-test scores on the 
two scales was 3.99-5.00, the range on the other 7 scales was 
.81-3.67. In relation to the other 7 scale post-test scores, the 
range of post-test scores on these 2 scales—though lower than 
pre-test scores—was still high (3.61-4.25 as compared to 1.67-4.07 
for the other 7 scales). 
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Of course, it is possibie that the course sectious aloue promoted 
negative gain on attitudes towards oider people and attitudes towards 
retirement. Yet this conclusion is not supported by the magnitude of 
the negative scores found by the Non-treatment Control group. 
Why few statistically significant overall group effects or 
individual group effects were found may be attributed to several 
factors: limited number of employees in study (especially in the 
control group), limited number of questionnaire items per scale (4 
scales had but 2 items apiece), and variation among group pre-test 
scores may have diminished gain score differences. 
Question 3. Was there a positive correlation between 
perceived involvement scales and information, 
attitude, and behavior gain scales? 
Positive correlations (significant or higher than .30) 
were found between the perceived involvement scales 
and 12 of 18 gain scales within the Participatory 
Learner group. No positive correlations (significant 
or higher than .30) were found between the perceived 
involvement scales and the 18 gain scales within the 
Amherst Lecture/Discussion group. Positive part 
correlations (significant and higher than .30) were 
found between the perceived involvement scales and 4 
of 18 gain scales within the combined group 
(Participatory Learner and Amherst 
Lecture/Discussion). 
The results to Question 2 were found to support the following 
claim: The Participatory Learner group was more generally effective 
than either the Amherst Lecture/Discussion group or the Non-treatment 
Control group in preparing employees for retirement—that is, the 
Participatory Learner group was the only group found to effectively 
promote information, attitude, and behavior change. It can be said, 
then, that the treatment group that found high levels of perceived 
169 
involvement was toned to be mote effective then the treatment group 
that found moderate levels of perceived involvement. Several 
questions are posed by juxtaposing those two statements: Does 
perceived involvement therefore correlate with positive changes in 
information, attitude, and behavior? Can the effectiveness of the 
Participatory Learner group be attributed to higher levels of 
perceived involvement? The results to Question 3 will be used to 
address the first of those questions. The results to Question 4 will 
be used to address the second of those questions. 
The results to Question 3 are dichotomous in the sense that 
positive correlations (significant or higher than .30) are found 
between the perceived involvement scales and a majority of the 9 gain 
scales within the Participatory Learner group, but not within the 
Amherst Lecture/Discussion group. The difference in correlations 
found between the treatment groups was expected, but the magnitude of 
the discrepancy between groups was not. The magnitude of the 
difference between the two treatment groups lends support to the 
notion that employees who participated in and helped direct their own 
P.R.E. also found positive attitude gains and positive behavior gains. 
It appears that limited opportunities for involvement affected the 
correlations within the Amherst Lecture/Discussion group between 
perceived involvement and changes in information, attitude, and 
behavior. In light of discussed negative gains found for all groups 
on attitudes towards older people and attitudes towards retirement, 
the high correlations between perceived involvement scales and those 
two gain scales seems especially noteworthy. Those high correlations 
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also hint that scan aspect of the Participatory Learner coutse 
section, apart from perceived participation, depressed gain scale 
that some aspect of the Amherst Lecture/Discussion course 
section, apart from perceived involvement, promoted high gain scaie 
scores. Otherwise, how does one explain the ranking of the two 
treatment groups on the following gain scales: consumer health 
information, health information, and health behavior? 
Comparing the scattergrams of the correlations for both treatment 
groups, one finds that a linear-type scattergram was seven times as 
common within the Participatory Learner group, and a wedge-type 
scattergram was three times as common within the Amherst 
Lecture/Discussion group. These two findings lend support to the 
notion that a stronger relation existed between perceived involvement 
and the gam scales within the Participatory Learner group. Further, 
the two findings lend support to the notion that low levels of 
perceived involvement were associated with a narrow range of scores 
within the Participatory Learner group, but a wide range of scores 
within the Amherst Lecture/Discussion group. 
Question 4. Did adjusting for perceived involvement 
affect how the two treatment groups scored on the 
information, attitude, and behavior gain scales? 
Adjusting for perceived participation, perceived 
control, or perceived participation and perceived 
control appeared to affect the scoring patterns of the 
two treatment groups on the 9 gain scales. Adjusting 
for perceived participation lowered the scores of the 
Participatory Learner group on 8 gain scales, 
adjusting for perceived control lowered those scores 
on 5 gain scales, adjusting for both perceived 
participation and perceived control lowered those 
scores on 5 gain scales. 
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The results to Questions 1, 2, and 3 were found to support the 
following three hypotheses: the Participatory Learner group was 
participatory, the Participatory Learner group was acre effective than 
either the Amherst Lecture/Discussion group or the Non-treatment 
Control group in preparing employees for retirement, and perceived 
involvement was associated with positive information, attitude, and 
behavior change within the Participatory Learner group, yet the 
interpretation of the results to Questions 1, 2, and 3 did not 
conclude that the Participatory Learner group was more effective 
because it was participatory. Although it is possible to conclude 
just that, it is also possible to conclude that other factors—e .g. , 
non-provision of work release time, instructor/learner interaction, 
the effect of course scheduling—may have explained the effectiveness 
of the Participatory Learner group. Level of perceived involvement 
might have been an extraneous factor in gain scale scoring. The 
results to Question 3 begin to suggest, however, that levels of 
perceived involvement may explain the effectiveness of the 
Participatory Learner group. It is hoped that the interpretation of 
the results to Question 4 further addresses the nature of the 
association of perceived involvement and treatment group 
effectiveness. In addition, it is hoped that the results to Question 
4 address the ambiguity of the relationship found between perceived 
involvement and gain scale change—i.e., was the association merely 
correlational or did levels of perceived involvement affect gain scale 
change? 
The results to Question 4 suggest that either perceived 
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participation or perceived control may help explain the difference 
between the scores of the two treatment groups on on each of the 9 
gain scales. If Participatory Learner group scores were in part 
attributable to a P.R.E. method that emphasized employee involvement 
in P.R.E. programs, then one would expect those scores , in relation to 
the scores of the Amherst Lecture/Discussion group) to drop when 
perceived involvement was adjusted for. That expectation was met. 
Adjusting for either perceived participation or perceived control 
lowers the scores of the Participatory Learner group relative to the 
scores of the Amherst Lecture/Discussion group. Specifically, both 
perceived participation and perceived control lowered the 
Participatory Learner group's scores on five gain scales: attitudes 
towards retirement, attitudes towards self, proactive behavior, social 
behavior, and health behavior. To a great extent, perceived 
involvement lowered the Participatory Learner group's scores on three 
of those five gain scales: attitudes towards self, proactive behavior, 
and social behavior. After adjusting for perceived involvement, the 
rank order of the two treatment groups reverses on changes in 
attitudes towards self and proactive behavior. After adjusting for 
perceived involvement, the scores of the Participatory Learner group 
are dramatically lowered on changes in social behavior. To a lesser 
extent, adjusting for perceived involvement lowered the scores of the 
Participatory Learner group on two of those five gain scales: 
attitudes towards retirement and health behavior. In addition, 
adjusting for perceived participation lowered the scores of the 
Participatory Learner group on finance information and health 
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information, and to a leaser degree-attitudes towards oider people. 
Adjusting for perceived control lowered the scores of the 
Participatory Learner group on consumer health information. 
The results to Question 4 therefore suggest that adjusting for 
either perceived participation or perceived control lowered the scores 
of the Participatory Learner group on a majority of gain scales. This 
adjustment effect suggests that the Participatory Learner group was 
effective on the gain scales because it had a higher level of 
perceived involvement than the Amherst Lecture/Discussion group. The 
adjustment effect not only affirms the correlational findings of 
Question 3, but tentatively suggests that the findings to Question 3 
may be directional perceived involvement affects the gain scale 
scores within the Participatory Learner group. 
Question 5. Is there a significant relationship 
between any of the demographic variables and the 
information, attitude, or behavior gain scales? 
More significant relationships existed age and the 9 
gain scales than between any other demographic 
variable and those gain scales. Salary grade, 
education, sex, marital status, and political 
philosophy were significantly related to one or more 
gain scales. 
The P.R.E literature is more or less devoid of references 
tracking the associations between demographic variables and 
information, attitude, or behavior change. Consequently, that 
literature provides little insight into either the intensity or the 
direction of the associations between demographic variables and 
information, attitude, or behavior change. Question 5 was posed to 
elicit the most basic data on demographic variables and P.R.E. No 
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hypotheses were put forth concern^ the intensity or direction of the 
associations between demographic variables and the 9 gain scales. It 
is important to note that the design of the comparisons in this study 
manipulated treatment and non-treatment groups, not demographic 
variables. For that reason, the results to Question 5 ought to be 
interpreted with caution. As an example, significant associations 
were found between gain scales and both sex and marital status. It is 
possible that the effects of one or both demographic variables might 
be explained by the other. Or, it is possible that both may be 
explained by a third, intervening variable. 
In any event, the associations found between age and gain scales, 
while not definitive, are nonetheless worth noting. The association 
found between age and gain scale scores suggests that employees in the 
age category 51-60 report the strongest gains on many of the 
information, attitude, and behavior scales. This finding seems 
especially relevant in light of age restrictions many P.R.E. sponsors 
impose upon course enrollment (see Chapter 2). An interpretation of 
this finding is that whereas many younger employees may not give high 
priority to retirement planning and many older workers may be limited 
in their ability to prepare for retirement, the age category 51-60 is 
aware of approaching retirement and is still in a position to 
financially plan for retirement. The association found between the 
61-80 age category and changes in finance information suggests that 
though this group may have scored higher on the pre-test scale, 
finance information is given such importance by this category that 
gains are made in spite of higher pre-test scores. The results on 
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changes in heaith behavior suggest that this is one area in which 
younger ercpioyees are willing to alter behavior~o£ course, that 
behavior change is not necessarily related to retirement preparation. 
Finally, the absence o£ significant associations found between 
gain scales and either political activism or union activism is 
surprising. One would have expected to find some significant 
interaction between those two variables and either attitude or 
behavior change. 
Question 6. Did employees recommend the Participatory 
Learner P.R.E. course section? The Amherst 
Lecture/Discussion course section? 
Employees gave both course sections high evaluations. 
The Participatory Learner group scored slightly higher 
than the Amherst Lecture/Discussion group on this 
scale. A few Amherst Lecture/Discussion employees and 
one Participatory Learner group employee would have 
preferred more in-depth treatment of covered topics. 
That both course sections received high overall evaluations 
strongly suggests that employees were satisfied with the course 
sections. Apparently, employee course expectations were met. Yet how 
great were those expectations? It is possible that the course 
evaluations might not have been as high if more employees had attended 
other P.R.E. courses. Attending other courses might have improved the 
standards by which employees measured the effectiveness of these 
course sections. Also, the employees within the Amherst 
Lecture/Discussion group were provided work release time to attend the 
course—they were, in effect, paid to attend. Employees in the 
Participatory Learner group had to attend on their own time. It is 
possible that the provision of work release time lowered employee 
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promoted positive course 
course expectations and, therefore 
evaluation. 
Finally, the cited preference 
topics ought to be noted—it will 
t 
for more in-depth coverage of 
be addressed in the interpretat ion 
of Question 8 results. 
Question 7. What 
important feeling, 
the P.R.E. course? 
accounts for that 
did employees identify as the most 
lesson, or idea gained by attending 
And what about the P.R.E. course 
perception? 
Employees in the Participatory Learner group cited 
various positive feelings and ideas in response to the 
question: "What was the most important feeling, 
lesson, or idea that you got from this course?" 
Employees in that group attributed those positive 
feelings and ideas to the participatory aspects of the 
course. Employees in the Amherst Lecture/Discussion 
group tended to cite a particular lesson—i.e., the 
name of a workshop—in response to the question, "What 
was the most important feeling, lesson, or idea that 
you got from this course?" Employees in that group 
attributed those lessons to a wide variety of sources. 
The results to Question 7 are both a confirmation and an 
elaboration of the results to Question 6. Whereas the responses to 
Question 6 were specific, the responses to Question 7 were open-ended. 
It is these open-ended responses that help explain why the 
Participatory Learner group was more effective than the Amherst 
Lecture/Discussion group in preparing employees for retirement, and it 
is these generalized responses that suggest several ramifications to 
employee involvement/non-involvement in P.R.E. 
The results to Question 7 suggest that at least 50% of the 
employees in the Participatory Learner group articulated a 
paraphrasing of the perceived central themes of that course. For some 
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employees this articulation was feelings-centered, 
this articulation was ideas-centered. In any event 
connected to and made sense of the course material 
for other employees 
* that the employee 
is reflected by 
their paraphrases. Few employees in the Amherst Lecture/Discussion 
group articulated a paraphrasing of that course section’s perceived 
central themes. That few employees articulated the central themes 
suggests that either the course section had no central themes, that 
employees did not connect to whatever themes were offered, that 
employees failed to paraphrase those themes, or that employees failed 
to articulate their paraphrasing. Any but the last explanation is a 
serious critique of the lecture/discussion method for P.R.E. And any 
but the last explanation may further suggest why the Participatory 
Learner group was more effective than the Amherst Lecture group on 4 
of 6 attitude or behavior gain scales. If there are no central themes 
to a P.R.E. course, or if employees do not connect to those themes, or 
if employees do not paraphrase those themes, how can it be expected 
that either positive attitudinal or behavioral change will result? It 
may be that when employees are encouraged to design and implement a 
P.R.E. course, those courses are more likely to address themes to 
which employees can connect, and those courses are more likely to 
include themes that employees are willing to paraphrase. 
The obvious ought to be noted. P.R.E. courses may last a day or 
may continue over a period of 6 or more weeks. Eventually, the course 
ends for the employee. The need for a coming to terms with 
approaching retirement, however, does not end. In that sense, a 
formal P.R.E. course is merely a prelude to on-going, informal, 
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r group was more 
self-directed P.R.E. The Participatory Learne 
effective than the Amherst Lecture/Discuss ion group in promoting those 
positive attitudes that would appear to aid informal P.R.E. efforts. 
that group may have also provided a more effective launch 
for informal P.R.E. efforts by promoting the connection of employee to 
retirement-related themes, and by encouraging employees to paraphrase 
P.R.E. course material. 
Finally, the results to Question 7 support the expectation that a 
participatory learner course would more effectively engage learners on 
other than exclusively academic planes. This engagement of employee 
feelings may have contributed to the effectiveness of the 
Participatory Learner group on the attitude and behavior gain scales. 
Question 8. How did each of the course sections rate 
on the employee-designed evaluation? 
All course sections received high ratings from 
responses solicited via the employee—designed 
questionnaire. The Participatory Learner group scored 
higher than the Amherst Lecture/Discussion group on 
the three questionnaire items: Did this retirement 
course get at what you wanted to know? Were all your 
questions answered by this retirement course? Was 
this retirement course beneficial for employees? A 
few mildly critical comments were directed towards the 
Amherst Lecture/Discussion course section. 
The overall results to Question 8 confirm the results to Question 
6: employees were essentially satisfied with the course section 
attended. 
The critical comments directed towards the Amherst 
Lecture/Discussssion group concerning in-depth treatment of topics, 
first found in the results to Question 6, are also echoed here. One 
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supposes that the reason that this crisis. is more aitectea fowaras 
the Auherst Lecture/Discussion group is because e.pioyees in the 
Participatory Learner group were in a position to airect course 
content. A second, and perhaps more intriguing, thought that arises 
fro. this criticism is: Employees .ay prefer a .ore rigorous treat.ent 
of course .aterial than the lecture/discussion for.at has been wiiling 
to provide. Does promoting the active involvement of e.pioyees (i.e., 
learners) in the learning process lower academic standards, as one 
sometimes hears, or does promoting active involvement of e.pioyees in 
the learning process improve academic standards? 
The Participatory Learner group was ranked second, below the 
other campus lecture/discussion groups and ahead of the Amherst 
Lecture/Discussion group, on the following employee-designed 
questions: "Did this course get at what you wanted to know" and "Were 
all your questions answered by this course?" Two reasons may help 
explain this unpredicted ranking. It is possible that Participatory 
Learner employees developed higher standards by which to respond to 
these two questions as a consequence of the Participatory Learner 
course section's emphasis on question-asking and problem-posing. 
However convenient that explanation, it is perhaps more plausible that 
the design employed in the Participatory Learner group not only 
promoted problem-posing but also limited problem-posing as well. It 
was difficult for all employees to raise follow-up questions to 
experts during the course—and it is somewhat difficult to converse 
with a video presentation. 
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6.3 SUMMARY AND REVIEW 
What follows is a summary of how the Participatory Learner group 
redressed or failed to redress the 10 problems associated with 
contemporary P.H.E., identified in "A Critique of Contemporary P.B.E." 
(see Chapter 2). Those ten problems include: limited availibility, 
low rates of enrollment/attendance, low in-class participation, 
limited learner control, limited attitudinal change effectiveness, as 
well as the following contradictions—active retirement versus passive 
P.R.E., independence in retirement versus dependence in P.R.E., 
transitional P.R.E. aims versus non-transitional P.R.E. practices, 
democratic P.R.E. ideals versus undemocratic P.R.E. practices, 
progressive P.R.E. aims versus non-progressive P.R.E. practices. 
Limited_Availibility. This study did not address which 
comparison group may have been more effective in promoting the 
availibility of P.R.E. 
Low Rates of Enrollment/Attendance. The enrollment rates in the 
U/Mass Amherst groups suggest that under certain conditions 
P.R.E. courses can attract a sizable majority of potential employee 
learners. Approximately 70 employees in the AFSCME Local 1776 
bargaining unit retire each year. Fifty-five AFSCME Local 1776 
employees enrolled in one of the Amherst campus comparison groups in 
this study. Given that pre-retirement classes are offered annually on 
the Amherst campus, it appears that a majority of eligible employees 
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were wUUng to enroU U . R.R.E. to.se. It is suspcoted t„.t the 
number of employees who eventually enrolled in the U/Mass Amherst 
P.R.E. course sections may be explained by the following factors: 
employee interest in P.R.E., employer as wpII ** 
P yer as well as union support for the 
program, a history of contractual educational opportunities for 
classified employees at the University, and the availibility of work 
release time for one of the offered P.R.E. courses. The attendance 
rates found by the Amherst Lecture/Discussion group may be understood 
as a consequence of employer P.R.E. support (provided work release 
time) and course scheduling (a one-day session,. To stay in class may 
have been a preferable alternative to returning to work. A one-day 
senes of workshops denies employees the choice of attending or 
skipping the second scheduled class session. Thus it is not at all 
apparent that lecture/discussion P.R.E. more effectively promoted 
attendance than Participatory Learner P.R.E., or vice versa. Given 
that the Participatory Learner group was a multi-session course 
without work release time provided for employees and that 2 of 13 
employees chose not to attend the second session, however, it seems 
dcsr that Participatory Learner P.R.E. may not appeal to every 
employee. 
Low In-class Participation. The Participatory Learner group 
appeared to have addressed the problem of low in-class participation 
in P.R.E. High levels of perceived participation were found within 
the Participatory Learner group, and moderate levels of perceived 
participation were found within the Amherst Lecture/Discussion group. 
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Significant differences in perceived involvement between the two 
groups were found. 
U-ited Learner Control. The Participatory Learner group 
appeared to have addressed the problem of low rates of learner control 
in P.R.E. High levels of perceived control were found within the 
Participatory Learner group, and moderate levels of perceived control 
were found within the Amherst Lecture/Discussion group. Significant 
differences in perceived control between the two treatment groups were 
found. 
Limited Attitudinal Change Effectiveness. The Participatory 
Learner group appeared to be more effective than the Amherst 
Lecture/Discussion group in promoting attitudinal change. The 
Participatory Learner group scored higher than the Amherst 
Lecture/Discussion group on all three attitude gain scales. The 
differences between the two treatment groups was significant on one of 
those scales, low on another, and very slight on the third. On two of 
the attitude gain scales, negative, adjusted gain scale scores were 
found for both treatment groups. 
Active Retirement versus Passive P.R.E. High rank on changes in 
proactive behavior may be understood as both an indicator of "active 
pre-retirement" and a predictor of "active retirement." It appears, 
then, that the Participatory Learner group may be more effective than 
the Amherst Lecture/Discussion group in promoting both "active 
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pte-pretirement" and Active refinement." The Participatory 
group scored higher than the Amherst Lecture/Discussioh group on 
changes proactive behavior. Further, the data results appear to 
support the association between levels of perceived involvement in the 
two treatment groups and changes in proactive behavior. 
independence in Retirement versus Dependence Hlgh 
rank on changes in attitudes towards self-reliance may be understood 
as an indicator of "independence in pre-retirement" and a predictor of 
"independence in retirement." It appears, then, that the 
Participatory Learner group may be more effective than the Amherst 
Lecture/Discussion group in promoting both "independence in 
pre-retirement" and "independence in retirement." Attitudes towards 
self-reliance was a gain scale edited out of the final nine (see 
Appendix E). 
Transitional P.R.E. Aims versus Non-transitional P.R.E. Aims. 
This study did not address which group was more effective in promoting 
the transitional aspects of P.R.E. 
Democratic P.R.E. Ideals versus Undemocratic P.R.E. Practices. 
This study did not directly address which group was more effective in 
promoting democratic P.R.E. And it is not certain whether perceived 
involvement may be employed as an indicator of democratic 
P.R.E. practices. If it can be, then it appears that the 
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Participatory Learner group may be more effective than the Amherst 
Lecture/Discussion group in promoting democratic P.R.E. practices. 
Progressive P.R.E. Aims versus Non-progressive P p p 
This study did not address which group was more elective in promoting 
progressive P.R.E. practices. 
6.4 FOUR OBSERVATIONS—A PERSONAL POSTSCRIPT 
What follows are the author's subjective observations o£ the 
participants in the course sections. It is hoped that one or more o£ 
these observations may allow the reader to further understand the 
findings of this study. 
1* The interaction between employees and a particular U/Mass 
Boston workshop presentor ought to be noted. Of the five course 
sections referenced in this study, the U/Mass Boston course section 
alone got off to a tentative start. About half the class had been 
notified by the Employer that the course section and work release time 
would end at noon. When informed at the start of class that the 
series of workshops was scheduled for the entire day, these employees 
became understandably upset. Their negative feelings did not quickly 
dissipate. Sensing that mood, and sensitive to its import, the 
presentor began the workshop by altering her prepared speech. The 
revised presentation that she delivered was at once informative and to 
the scheduled topic—as well as a reaction to the class mood. The 
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workshop presenter notea the importance o£ understanain, the workshop 
topic on both intellectual and emotional levels. She requested 
emotional feedback from the group, and when it was received, she 
supported it with positive reinforcement. With minimal participation 
from the group, the presenter addressed their immediate concerns. Her 
speech was inspirational, intimate, and effective. 
What was observed at U/Mass Boston reinforced a suspicion that 
the participatory learner and the lecture/discussion approaches are 
not mutually exclusive. Communication, participation, and control 
existed in different forms in both course sections. All three may be 
open or hidden. The Participatory Learner course section, as opposed 
to the Amherst Lecture/Discussion course section, appeared to place a 
greater emphasis on direct communication, participation, and control 
in the classroom. The distinction between direct and subliminal may 
be the distinction between communication and dialogue—dialogue, by 
definition, necessitates a certain "openness." Yet the apparent 
effectiveness of the presentor in discerning subliminal communication 
was impressive. It is unclear, however, if that effectiveness in the 
classroom has any long-term effect. In any event, that type of 
effectiveness ought to be explored further, and within a participatory 
learner setting. 
2. The great majority of employees who attended the Amherst 
course sections were inquisitive, attentive, lively, and quick to 
laugh. They seized upon opportunities to ask questions and to 
socialize in class. 
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The level o£ in-class participation within the Amherst 
Lecture/Discusion group was surprising. It was higher than expected. 
Rather than having to encourage employees to participate, presenters 
many times had to limit employee in-class participation. This desire 
on the part of employees to participate reinforced a prior expectation 
that employees would not necessarily be intimidated by opportunities 
for greater participation within the Participatory Learner course 
sect ion. 
3. The interaction between employees during the first exercise 
of the Participatory Learner group exceeded expectations. Employees 
were asked to pair-off, interview each other, and then introduce their 
partner to the full group. Employees were encouraged to pose their 
own questions during the interview. In addition, employees were asked 
to include the following question as part of the interview: what 
accomplishment in your life—one that you never thought was 
realizable are you the proudest of? Returning to the full group, the 
lead-off employee introduced his partner. His introduction was a warm 
and appreciative description of the trial and then triumph experienced 
by his partner. One by one, the introductions that followed relayed 
successful confrontations with fear—fear of death, fear of rejection, 
fear of loss. As a result, this exercise helped generate a feeling of 
comradery within the group. 
The effect of the lead-off employee on the rest of the group was 
fortunate. It is assumed that he set an example that others in the 
group followed. The disclosures that were revealed during this 
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exercise seem especially important because these disclQsures ^ 
counter to stereotypes of workingclass people--!.ef workingclass 
people as limited in aspirations, sensitivity, articulation, and 
intelligence. These stereotypes may continue, in part, because they 
are not rebutted at the workplace. But, then, the trust and openness 
that were essential to this exercise are not always associated with 
the workplace. Management rarely promotes this type of group exercise 
for its classified employees. Neither does Labor. And that seems 
much more a missed opportunity. The non-use of these group processes 
by management is understandable, it is not at all clear that such 
group processes would promote productivity. Labor, on the other hand, 
in theory, aims to promote worker solidarity. 
In addition, the results of this exercise suggest that that both 
the common history exercise and the tiered problem situations might 
have met similar success, if implemented. 
4. This study's most striking juxtaposition of images was 
provided by a Participatory Learner employee and her fellow dining 
commons workers. The Participatory Learner employee was videotaping 
the interview of a financial planning expert. This videotaping was 
part of the out-of-class project for the Participatory Learner course 
section. It took place at the employee's place of work, a dining 
commons on campus. Middle-aged, tall, hair in net, barely off of her 
workshift at the dining commons, the employee prepared the video 
equipment. Hunching over the camera, she taped the interview. In 
movement and expression she seemed to suggest a certain cloaked 
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confidence. Her bent position, bet uniform. bet height, tbe cavernous 
backdrop of tbe baU, each added to tbe starkness of this vision. Her 
fellow co-workers filtered into tbe hall for tbeir 15 minute rest 
break. Some stared at this employee at tbe camera, others peeked. 
Others left, then returned for another look. 
The rendering of these images is at once romantic and mundane-as 
is participatory learning P.R.E. The actions of tbe Participatory 
Learner and the reactions of her fellow employees [for me] symbolize 
the promise of this approach. 
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CHAPTER 7 
SUMMARY AND IMPLICATIONS 
7.1 CHAPTER OVERVIEW 
This chapter presents a summary of the reasons for this study, 
the mechanics of the study, the results, and the interpretation and 
implications of those results. More specifically, this chapter 
the statement of the problem, the hypotheses, a description of 
the test instruments, a description of the population, a description 
of the comparison, the results, the discussion of those results, and 
implications of the study for P.R.E. theory, P.R.E. practice, and 
future research. 
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7.2 STATEMENT OF PROBLEM 
P.R.E. programs aim to effectively prepare employees for 
retirement. That is, the programs aim to promote the following 
specific objectives: acquisition of knowledge with respect to 
retirement, altitudinal change with respect to retirement, and 
behavioral change with respect to retirement. That is the ideal. The 
P.R.E. literature suggests a different reality: many contemporary 
P.R.E. programs appear to be less than effective in preparing 
employees for retirement. Specifically, the dominant P.R.E. model 
does not appear to be especially effective in promoting attitudinal 
change (Brahce, 1983; Dever, 1981; Glamser s Dejong, 1975; Halt s 
Kohn, 1975; Kasschou, 1974; O'Rourke i Friedman, 1970; Owen, 1979; and 
Poser, 1983). 
From that juxtaposition of ideal and real arises a problem 
statement guiding this dissertation: Is there an alternative 
P.R.E. model that would more effectively prepare employees for 
retirement? This thesis directly addresses the following question: Is 
the participatory learner P.R.E. model more effective than the 
lecture/discussion P.R.E. model in promoting information, attitude, 
and behavior change? 
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7.3 RESEARCH HYPOTHESES 
When compared to lecture/discussion P.R.E. treatment groups and 
non-treatment control groups: 
1. Participatory learner P.R.E. groups promote greater perceived 
involvement among P.R.E. learners. 
The criteria for Hypothesis 1. are: 
a. self-reported participatory behavior in P.r.e. 
b. self-reported control over the P.R.E. process 
2. Participatory learner P.R.E. groups more effectively prepare 
participants for retirement. 
The criteria for Hypothesis 2. are: 
a. information change with respect to retirement 
b. attitudinal change with respect to retirement 
c. behavioral change with respect to retirement 
3. Participatory Learner groups promote more positive 
correlations between perceived involvement scales and information, 
attitude, and behavior gain scales. 
The criteria for Hypothesis 3. are: 
a. part correlations between perceived 
participation and the information, attitude, and 
behavior gain scales 
b. part correlations between perceived control 
and the information, attitude, and behavior gain 
scales 
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7.4 DESCRIPTION OF THE INSTRUMENTS 
Three instruments were utilized. The first was a 
pre-test/post-test questionnaire that gauged employee preparation for 
retirement. The second was a course evaluation that gauged employee 
involvement, employee recommendation of course, and employee comments 
about the course. The third was an employee-designed course 
evaluation that posed three multiple-choice/short essay questions. 
7.5 DESCRIPTION OF POPULATION 
Enrollment in the courses outlined in this study was limited to 
Coalition I classified employees at the following campuses of the 
Massachusetts Public Higher Education System: U/Mass Amherst, U/Mass 
Boston, U/Mass Worcester, and Southeastern Massachusetts University. 
98 employees were enrolled in this study. 
7.6 DESIGN 
There was a dual design procedure: 
Part I. U/Mass Amherst employees were assigned to three groups 
a Participatory Learner group, a lecture/discussion group, and a 
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treatment control group, Two separate random drawings from the 
applicant pool determined employee to group assignment. Each course 
began with time alloted for completion of the waiver form and the 
pre-test. Each course concluded with time alloted for completion of 
the second questionnaire (the course evaluation,. Three months 
subsequent to the conclusion of each ™..rco ion ot each course, employees were mailed the 
post-test. Follow-up post-test mailings were forwarded to those 
employees who had failed to respond to the initial mailing. Learner 
anonymity was maintained throughout the study. The Non-treatment 
Control group completed the pre-test and three months later completed 
the post-test. The course evaluation was not administered to the 
Non-treatment Control group. 
Employees at the other campuses were assigned to the 
lecture/discussion group on their campus. The pre-test, post-test, 
and course evaluation was administered to these groups as referenced 
above. 
Par_t—II. A procedure for comparing the participatory learner 
P.R.E. course and the lecture/discussion P.R.E. course was developed 
by employees in the Participatory Learner group, and the 
facilitator/researcher summarized the responses. The evaluation 
consisted of three questions, each of which could be answered by 
choosing a multiple-choice response and/or completing a short essay 
response. The employee-designed evaluation was appended to the 
author-designed post-test for distribution and return. 
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7.7 RESULTS 
2* —■ C0MPARED T0 ™ AMHERST LECTURE/DISCTISfiTQN AND TRP 
JjON^TREATMENT CONTROL GROUPS , DTD THE PART IC T P ATOR y LEAR^R r,pnrTD 
SCORE HIGHER ON A MAJORITY OF THE INFORMATION. ATTITUDE. OR Rmyrn, 
GAIN SCALES? In relation to the two comparison groups, the 
Participatory Learner group scored highest on four scales: finance 
information, proactive behavior, social behavior, and attitudes 
towards retirement; the Amherst Lecture/Discussion group scored 
highest on two scales: consumer health information and health 
behavior; the Non-treatment Control group scored highest on three 
scales: health information, attitudes towards older people, and 
attitudes towards self (see Table 16). Overall group effect was found 
significant for only one scale: attitudes towards retirement. 
Individual group effect was found significant on one gain scale: the 
Participatory Learner group scored higher than the Amherst 
Lecture/Discussion group on attitudes towards retirement. 
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Table 16. 
Rank Order of Groups by Gain Scale 












attitudes towards 2 
older people 
attitudes towards 1 
re tirement 
attitudes towards self 2 
proactive behavior 1 
social behavior 1 








-— THE INFORMATION. ATTTTMmg. 0„ nEHa,„„n 
— SCALES1 WUhi" the U—r 3roup. posltivc part 
correlations (significant or higher than .30, were found between 
perceived participation and six gain scaies: health information, 
attitudes towards older people, attitudes towards retirement, 
attitudes towards self, proactive behavior, and health behavior. 
Positive part correlations (significant or higher than .30, for the 
same group were found between perceived control and six gain scales: 
attitudes towards older people, attitudes towards retirement, 
attitudes towards self, proactive behavior, social behavior, and 
health behavior. The following correlations were found to be 
significant: perceived participation and attitudes towards older 
people, perceived participation and attitudes towards retirement, 
perceived participation and proactive behavior, and perceived control 
and attitudes towards older people. 
Within the Amherst Lecture/Discussion group, no positive part 
correlations (significant or higher than .30) were found between 
perceived participation and any gain scale. No positive part 
correlations (significant or higher than .30) for this group were 
found between perceived control and any gain scale. No negative 
significant correlations were found between either perceived 
participation or perceived control and any of the gain scales in this 
group. 
Within the combined group (Participatory Learner and Amherst 
Lecture/Discussion) positive part correlations (significant and higher 
than .30, were found between perceived participation and two gain 
scales: proactive behavior and social behavior. Positive part 
correlations (significant and higher than .30, for the same group were 
found between perceived control and the same two gain scales: 
proactive behavior and social behavior. 
4' -ID adjusting for perceived INVOLVEMENT AFFECT haw m wo 
TREATMENT CROUPS SCORED ON THE INFORMATION, ATTITUDE, m RKHAUTnp 
GAXN SCALES? In comparing just the two treatment groups, and adjusting 
for the pre-test alone, the Participatory Learner group scored higher 
than the Amherst Lecture/Discussion group on five gain scales: finance 
information, attitudes towards retirement, attitudes towards self, 
proactive behavior, and social behavior (see Table 17). When both 
perceived participation and the pre-test were adjusted for, the 
relative scores of the Participatory Learner group (i.e., relative to 
the scores of the Amherst Lecture/Discussion group) were lowered on 
eight gain scales: finance information, health information, attitudes 
towards older people, attitudes towards retirement, attitudes towards 
self, proactive behavior, social behavior, and health behavior. No 
significant group differences was found on any of the nine gain 
scales. 
When both perceived control and the pre-test were adjusted for, 
the relative scores of the Participatory Learner group were lowered on 
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proactive behavior, social behavior, and health behavior. A 
significant group difference was found on one gain scale: attitudes 
towards retirement. 
When perceived involvement, perceived control, and the pre-test 
were adjusted for, the relative scores of the Participatory Learner 
group were lowered on five gain scales: attitudes towards retirement, 
attitudes towards self, proactive behavior, social behavior, and 
health behavior. On two of those gain scales (attitudes towards self 
and proactive behavior), the Participatory Learner group scored lower 
than the Amherst Lecture/Discussion group, reversing the order of the 
treatment groups on those two gain scales. 
5 ’ ?S THERE A SIGNIFICANT RELATIONSHIP BETWEEN ANY OF THE 
DEMOGRAPHIC VARIABLES AND THE INFORMATION, ATTITUDE, OR BEHAVIOR GAIN 
^ALES? With the univariate analysis of covariance not adjusted for 
treatment, the following overall relationships were found significant 
between the demographic variables and the gain scales: education and 
consumer health information; political philosophy and attitudes 
towards self; political activism and social behavior; marital status 
and health behavior; and age and attitudes towards older people and 
attitudes towards retirement. In addition, the following category 
comparisons were found significant between the demographic variables 
and the gain scales: employees with high school degrees scored higher 
than employees without high school degrees on consumer health 
information; employees who described themselves as hardly to very 
politically active scored higher than employees who described 
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themselves as politically inactive on social behavior; employees 
Without marital partners scored higher than employees with marital 
partners on health behavior; males scored higher than females on 
health information; employees in the age category 61-80 scored higher 
than employees in the category 20-50 on finance information; employees 
in the age category 51-60 scored higher than employees in the category 
20-50 on finance information; employees in the age category 51-60 
scored higher than employees in the category 61-80 on attitudes 
towards older people. 
With the univariate analysis of covariance adjusted for 
treatment, the following overall relationships were found significant 
between the demographic variables and the gain scales: political 
philosophy and attitudes towards self; marital status and health 
behavior; and age and finance information, attitudes towards older 
people, and attitudes towards self. In addition, the following 
category comparisons were found significant between the demographic 
variables and the gain scales: employees without marital partners 
scored higher than employees with marital partners on health behavior; 
and employees in the age category 51-60 scored higher than employees 
in the category 61-80 on attitudes towards older people, employees in 
the age category 51-60 scored higher than employees in the category 
20-50 on finance information, and employees in the age category 61-80 
scored higher than employees in the age category 20-50 on finance 
informat ion. 
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SECTION? TOE.AMHERST LECTURE/DISCUSSTON COURSE SECTION? Employees 
strongly recommended both courses. The Participatory Learner group 
scored higher than Amherst Lecture/Discussion on the overall 
evaluation scale. Group mean recommendation scores (on a scale of 
2-10, with 10 the highest recommendation) were: Participatory 
Learner—9.75, Amherst Lecture/Discuss ion— 9.37.9.16 , other campus 
lecture/discussion—9.37. 
7• what did employees identify as the most important feeling. 
LESSON, OR IDEA GAINED BY ATTENDING THE P.R.E. COURSE SECTION? AND 
WHAT ABOUT THE P.R.E. COURSE SECTION ACCOUNTS FOR THAT PERCEPTION? 
Employees in the Participatory Learner group cited various positive 
feelings and ideas in response to the question: "What was the most 
important feeling, lesson, or idea that you got from this course?" 
Employees in that group attributed those positive feelings and ideas 
to the participatory aspects of the course. Employees in the Amherst 
Lecture/Discussion group tended to cite a particular lesson—i.e., the 
name of a workshop—in response to the question, "What was the most 
important feeling, lesson, or idea that you got from this course?" 
Employees in that group gave a variety of reasons for preferring a 
particular lesson. 
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EMPLOYEE DESIGNED EVALUATION? other campus Lecture/Discussion groups 
were rated highest Oh Questiohs I (Did this retirement course get at 
what you wanted to Know?, and II (Were all your questions answered by 
this retirement course?). The Participatory Learner group was rated 
highest on Question III (was this retirement course beneficial for 
employees?). The Amherst Lecture/Discussion group was rated lowest on 
all three questions. Overall, each group received high ratings on 
each question (see Table 18). 
Table 18. Comparison of Mean (Employee-Designed) 
Course Evaluation Ratings by Course Structure 
Participatory Amherst Other Campus 
Learner Lee ture /Pis c Lecture/Disc 
me an standard 
deviation 




Question I 4.55 (1.33) 4.48 (1.36) 4.88 ( .68) 
Ques tion II 3.89 (1.76) 3.65 (1.89) 3.97 (1.77) 
Ques tion III 5.00 ( .00) 4.87 ( .72) 4.94 ( .34) 
Employees in both the Participatory Learner and Amherst 
Lecture/Discussion group noted in response to Questions I and II that 
some topics were not covered and other topics were covered only 
superficially. Other employees, in both groups, were pleased that the 




The aim of this thesis was to design and then evaluate an 
innovative P.R.E. model. It seemed apparent that employees, 
employers, unions, other P.R.E. sponsors, and P.R.E. educators alike 
were interested in promoting effective P.R.E. Yet the 
P.R.E. literature is replete with doubts as to the efficacy of the 
dominant P.R.E. model—i.e., the lecture/discussion P.R.E. model —in 
preparing employees for retirement. The model seems especially 
deficient in terms of promoting attitudinal change. Prior to 
designing an alternative P.R.E. model, a review and critique of 
contemporary P.R.E. was undertaken. In the latter, the author faulted 
the lecture/discussion approach for limiting P.R.E. availibility, 
attendance, employee participation, employee control, and attitudinal 
change, as well as for promoting passivity and dependence, for failing 
to promote transitional learning, and for using undemocratic and 
non—progressive classroom practices. In designing an alternative 
P.R.E. approach, the author integrated the philosophies and practices 
of two related educational approaches: Paulo Freire's literacy 
"method" and participatory research. The child of this union, the 
Participatory Learner approach, emphasizes the role of the learner in 
the development and implementation of educational practices. This 
approach seemed especially applicable to P.R.E. because of both 
P.R.E. learner characteristics (e.g., maturity and life-long learning 
experiences) and P.R.E. subject matter (i.e., it is not necessarily 
theoretically or technically intimidating). 
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Having designed an alternative P.R.E. model, an evaluation was 
undertaken of a modification of that model (although inclusive of 
Freirian methods, the implemented model was more participatory 
research-oriented than the designed model). To weigh the merits of 
the Participatory Learner approach as it was applied to P.R.E., the 
following broad questions were posed: Did the Participatory Learner 
group, as opposed to the Amherst Lecture/Discussion group, promote 
employee involvement? If yes, did this participatory learner group 
score higher than either the lecture/discussion or non-treatment 
groups on any of the information, attitude, or behavior scales? Apart 
from how each of the groups fared on the gain scales, did perceived 
involvement by employees in either treatment group correlate with 
positive gain scale scores? Did perceived involvement explain why one 
group scored higher than another on the gain scales? What was the 
impact of demographic characteristics upon gain scale scores? And 
finally, how did employees evaluate the different course sections—and 
what accounts for that evaluation? The following steps were 
undertaken to address those questions: A Participatory Learner 
P.R.E. course, a lecture/discussion P.R.E. course, and a non-treatment 
control group were compared on the following dimension: employee 
preparation for retirement. That is, the comparison was intended to 
determine which group most effectively promoted information, attitude, 
or behavior change. In addition, the two Amherst campus P.R.E. course 
sections were compared on the following dimensions: extent of 
perceived employee involvement in P.R.E., correlation between 
perceived employee involvement and employee preparation for 
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retirement, empicyee preparation for retirement (with perceived 
involvement adjusted for,, employee thoughts about the course, 
employee recommendations of the course, and employee response to an 
employee-designed course evaluation. Finally, demographic variables 
associated with employee preparation for retirement were identified. 
What follows is an interpretation of the results of that 
evaluation. 
First, the Participatory Learner group appears to have more 
effectively promoted employee involvement in P.R.E. The Participatory 
Learner group scored significantly higher than the Amherst 
Lecture/Discussion group on the perceived participation and perceived 
control scales. 
Second, of the three groups, only the Participatory Learner group 
appears to have scored high within each of the following broad 
evaluative dimensions: information, attitude, and behavior change, 
although differences on eight of the nine gain scales were not 
statistically significant. Information, attitude, and behavior change 
were each gauged by three scales. The Participatory Learner group 
scored relatively high on two out out three gain scales within each of 
the following evaluative dimensions: information, attitude, and 
behavior change. In contrast, the Amherst Lecture/Discussion group 
scored relatively high on only two out of the three information gain 
scales, while the Non-treatment Control group scored relatively high 
on only two out of the three attitude scales. In general, it may be 
inferred that the Participatory Learner group did well in those areas 
that were of pre-course interest to employees—e.g., finance 
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ve 
information. Course topics in the Participatory Learner group 
reflected that employee pre-course interest. The Amherst 
Lecture/Discussion group seems to have done well in those areas that 
were not of high pre-course interest to employees—e.g., consumer 
health information. Conversations with employees prior to the start 
of the courses enabled the facilitator-researcher to gauge employee 
interest in P.R.E. topics, and then predict with accuracy the relati 
rank of Participatory Learner and Amherst Lecture/Discussion groups on 
the nine gain scales. The unexpected negative gain score of the 
Participatory Learner group on attitudes towards older people is 
attributed to the absence of work release time for employees in that 
course section. Without release time provided for employees in the 
course section, scheduled course time was shortened. Planned 
activities such as class discussion with retirees and tiered problem 
situations (a series of problem situations—each successive problem 
situation in the series poses increasingly abstract and contextual 
questions) were never implemented. The unexpected rank of the 
Non-treatment Control group on six scales was attributed to both the 
limited size of the Non-treatment Control group and no findings of 
significance connected to that group. The Non-treatment Control 
group's high score on health behavior does warrant attention—and 
consequently eludes satisfactory explanation. It is believed that 
negative gain scores for all three groups found on attitudes towards 
retirement as well as depressed positive scores found on attitudes 
towards self may be a consequence of the treatment and or testing 
procedure reminding employees: Retirement approaches, are you 
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prepared? 
Third, it appears that there was a strong association between the 
perceived involvement scales and the 9 gain scales within the 
Participatory Learner group. It appears that there was a moderate 
association between the perceived involvement scales and 2 of the 9 
gain scales within the Amherst Lecture/Discussion group. These 
findings are important for four reasons. The findings support the 
claim that limiting opportunities for in-class participation and 
control may depress the association between perceived involvement and 
the 9 gain scales. The findings begin to suggest that levels of 
perceived involvement may have explained why the Participatory Learner 
group was more effective than the Amherst Lecture/Discussion group on 
a majority of the gain scales. The findings raise the question: Are 
there aspects, then, of the Participatory Learner group that account 
for why the Participatory Learner group was not ranked highest on all 
9 gain scales? The findings also raise the question: Given higher 
levels of perceived involvement, would members of both treatment 
groups develop negative attitudes towards both older people and 
retirement. 
Fourth, adjusting for one or more of the perceived involvement 
scales further supports the following claim: The Participatory Learner 
group was more effective than the Amherst Lecture/Discussion group on 
a majority of gain scales because of higher levels of perceived 
involvement. Perceived involvement made a difference on how the two 
treatment groups scored on all 9 of the gain scales. The effect of 
perceived involvement was especially noticeable on 3 gain scales: 
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attitudes towards self / proactive behavior, and social behavior. 
Fifth, more associations existed between age and the 9 gain 
scales than between any other demographic variable and those gain 
scales. Further, the age category 51-60 found the highest gain scores 
of any age category. This finding seems noteworthy given that many 
P.R.E. sponsors exclude employees younger than 60 from P.R.E. It is 
inferred that the combination of interest in retirement planning and 
an ability to still take advantage of retirement accounts for this age 
category's gain scores. 
Sixth, both courses were highly recommended, as expected. The 
recommendation of the Participatory Learner course, however, seemed 
especially high. This was surprising in that delegating employees 
more P.R.E. responsibility was expected to meet with both favorable 
and unfavorable employee reaction. 
Seventh, from the findings to Question 7 (What did employees 
identify as the most important feeling, lesson, or idea gained by 
attending the P.R.E. course? What about the course accounts for this 
perception?), it appears that most employees within the Participatory 
Learner group were able to paraphrase the central themes of the course 
section. Some employee paraphrases were idea-oriented. Other 
paraphrases were feelings-oriented. Few employees within the Amherst 
Lecture/Discussion group paraphrased the central themes of that course 
section. That difference between the two groups may help explain why 
the Participatory Learner group was more effective than the Amherst 
Lecture/Discussion group on most attitude and behavior gain scales. 
The ability to paraphrase the major themes of a P.R.E. course may also 
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be a predictor of how well an employee undertakes informal, 
self-directed P.R.E. efforts. 
Eighth, the ratings of the Participatory Learner group on 
employee-designed Question I (Did this retirement course get at what 
you wanted to know?) and II (Were all your questions answered by this 
retirement course?) suggest that employees in that group were 
satisfied that the course addressed those concerns. The findings also 
suggest that employees in that group may have become more sensitized 
to problem-posing as a consequence of the course section's emphasis on 
problem-posing and/or that some aspect of the course design may have 
inhibited problem-posing. It also appears that the Amherst 
Lecture/Discussion course section may have disappointed some employees 
because of its lack of in-depth coverage of retirement topics. 
7.9 IMPLICATIONS OF STUDY 
This section will identify the implications for theory, practice, 
and research of this study. 
Implications for Theory. As referenced earlier, Phillipson and others 
in the field of P.R.E. have suggested that P.R.E. ought to involve 
learners in the classroom more. By involving learners more, these 
pre-retirement educators hope that learners may score higher on 
measures of positive attitude change towards retirement. What is 
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precisely meant by "involvement" is less than clear. Although there 
ere recommendations in the P.R.E. literature that P.R.E. ought to 
increase learner participation and engagement in P.R.E., "involvement- 
per se is defined in only the most general of terms. 
It is asserted in this study that perceived participation as well 
as perceived control are two indicators of learner involvement. This 
study suggests that perceived participation is associated not only 
with positive attitude change, but also with positive behavior change 
and certain types of information change. This study finds that 
perceived control is correlated with positive attitude and behavior 
change and with some types of information change. Further, this study 
suggests that levels of perceived participation and perceived 
control individually and in combination—affect learner scoring 
patterns on the information, attitude, and behavior change—the higher 
those levels the higher the positive gain scale change. One may infer 
from these findings that perceived participation and perceived control 
are two distinct constructs—each with distinct gain scale 
associations. 
In reporting the effects of perceived participation and 
especially perceived control, this study introduces a set of questions 
heretofore unaddressed as a set in the P.R.E. literature: Who should 
set the P.R.E. curriculum? Whose interests are served by P.R.E.? By 
whose standards should P.R.E. be judged? What is P.R.E.? What these 
questions share is a preoccupation with the relationship of educator 
and learner in P.R.E. Though raising these questions implies a 
critique of the relation between educator and learner in contemporary 
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P.R.E 
• t it should not be inferred that 
the role of the P.r.e. educator 
is in any way minimized. For it can be argued that the 
P.R.E. educator has an even more crucial role in that P.r.e. which 
encourages employee involvement. To ensure that a P.R.E. approach 
succeeds, the P.R.E. educator has to fulfill responsibilities that 
require not only an in-depth understanding of P.R.E., but also finely 
tuned educational skills. First, the educator has a responsibility to 
involve employee learners in P.R.E. Employees may be neither 
comfortable nor prepared for such involvement for a variety of 
reasons. In fulfilling this responsibility, the educator must be 
adept at encouraging learner involvement initiatives without promoting 
employee failure. Second, the educator has a responsibility to 
encourage critical thinking. That is, the educator must challenge 
learners to question assumptions, to extend trains of thought, and to 
contrast differing perspectives. Third, the educator has a 
responsibility to allow employees to become aware of alternative 
perpectives on both retirement and adult learning. 
In serving to raise questions concerning the role of learner and 
educator in P.R.E., the results of this study imply that P.R.E. need 
not become a pre-packaged educational commodity. For encouraging 
employee involvement at every level of P.R.E. planning and 
implementation injects an element of unpredictability and vitality 
into P.R.E. Furthermore, encouraging employee involvement airs an 
underlying tension between employee learner and educator—whose 
personal agenda is to be acted upon in P.R.E.? Making innovative use 
of that dynamic not only leads to engaging P.R.E., but, arguably, to 
212 
more effective P.R.E. 
Encouraging employee involvement in P.R.E. 
well open up the P.R.E. agenda, and thereby allow p.r.e. to more 




The results of this study also serve to raise a question 
concerning the role of P.R.E. courses vis-a-vis the overall retirement 
preparation process. If p.r.e. courses are a part of that overall 
retirement process, the question arises: How well do P.R.E. courses 
promote self-directed, informal P.R.E. efforts? This study suggests 
that the participatory learner approach is more effective than the 
lecture/discussion format in promoting the attitude change necessary 
for informal P.R.E. efforts. Further, this study suggests that the 
participatory learner approach may be more effective than the 
lecture/discussion format in promoting the connection of employee to 
retirement-related themes necessary for informal P.R.E. efforts. Both 
the attitudinal change and the connection of employee to 
retirement-related themes appear to be a consequence of promoting 
employee involvement in formal P.R.E. courses. 
Obviously, Participatory Learner P.R.E. is not a panacea. The 
findings of this study suggest as much. There are limits to what 
involving employees in P.R.E. can achieve. There are limits to what 
P.R.E. can achieve. P.R.E. has and will continue to mirror its social 
context. That context allows opportunities for, and imposes 
limitations upon, P.R.E. One hopes that the time has come for 
employee learners to become more involved in P.R.E. 
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locations for Practice. One can argue that two findings of this 
study, in particular, have implications for the practice of P.R.e. 
Those findings are: one, there appears to be a positive association 
between perceived employee involvement in P.R.E. and changes in 
attitude, behavior, and certain types of information; two, it appears 
that the more a P.R.E. course promotes perceived employee involvement, 
the greater the positive association found between those measures of 
involvement with information, attitude, and behavior change. 
The broad implications of those findings for P.R.E. practice are: 
First, P.R.E. ought to promote employee involvement in order to 
promote positive changes in attitudes, behavior, and certain types of 
informat ion. 
Second, there may be a trade-off between promoting perceived 
employee involvement in P.R.E. and promoting some types of changes in 
information and behavior. 
Given these broad implications for P.R.E. practice, it is 
possible to recommend the participatory learner P.R.E. model as a 
viable alternative to the lecture/discussion P.R.E. model. In 
addition, it is possible to entertain other specific recommendations 
for P.R.E. practice: 
1. A Participatory Learner P.R.E. course that employs tiered 
problem situations, retiree participation, spouse (or partner) 
participation, and common history exercises ought to be evaluated. 
Tiered problem situations, retirees participation, and common history 
exercises were excluded by the Participatory Learner course section 
studied here because of time restraints. Spouses were excluded in 
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response to a decision made by the Employer. 
2. A Participatory Learner P.R.E. course that makes use of 
employee involvement techniques different from those employed in this 
study ought to be evaluated. Videotaping interviews with 
P.R.E. experts is merely one of many techniques compatible with the 
Participatory Learner approach. Encouraging employees to participate 
in a common research project is an example of an alternative technique 
that is compatible with the Participatory Learner approach. 
3. A Participatory Learner P.R.E. course that maximizes employee 
involvement ought to be evaluated. Employees could be encouraged to 
develop the P.R.E. problem situations used in the classroom. 
Employees could be encouraged to design a P.R.E. course that 
facilitated the posing of follow-up as well as in—depth questions. 
4. A Participatory Learner P.R.E. course that allows for a 
different mix of individualized and collective decision-making ought 
to be evaluated. It is assumed that there is a natural tension 
between the individual and the group during the decision-making 
process in P.R.E. It's possible to envision a P.R.E. course that 
positively and creatively harnesses that energy to the benefit of 
those engaged in the P.R.E. learning process. 
5. A Participatory Learner P.R.E. course that restricted 
enrollment to different age categories of employees ought to be 
evaluated. It's possible to envision a P.R.E. course by and for: 
pre-retirees under the age of 50, pre-retirees between the ages of 50 
and sixty, or pre-retirees 61 and older. The employees in each of 
these groups may opt to cover different topics. For example, it's 
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conceivable that younger pre-retiree 
financial planning and older pre—ret 
insurance coverage. 
s might want to focus upon 
irees upon a topic such as health 
6. A Participatory Learner P.R.E. course that promotes a mix o£ 
group and individualized learning ought to be evaluated. it's 
possible to envision a P.R.E. course that maximizes learner motivation 
by providing both types of learning formats. 
7. A Participatory Learner P.R.E. course that is more clearly 
perceived as an integral part of the immediate community ought to be 
evaluated. It's possible to envision a P.R.E. course that promotes 
employee interaction with post-retirement community support networks. 
Three examples of such interaction could include collective employee 
participation in promoting: P.R.E.—related social change (for instance 
initiating or lobbying for a particular piece of legislation), 
pre-retiree involvement with a community-based older person 
organization, or pre-retiree advocacy for an agency that would serve 
to match retiree need for part-time employment with employer need for 
part-time employees. 
8. A Participatory Learner P.R.E. course that is more clearly 
perceived as an example of workplace education ought to be evaluated. 
It's possible to envision a P.R.E. course that makes use of employer 
and/or union learning incentives, e.g., a voice in labor/management 
discussions when retirement concerns are under consideration. 
9. A P.R.E. course that combines aspects of both the 
lecture/discussion format and Participatory Learner approach ought to 
be evaluated. It is possible to envision a lecture/discussion 
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P.R.E. course in which employees would collectively prioritize course 
topics. Employees would decide whether a topic was to be covered 
in-depth, not at all, or in an abbreviated fashion. 
10. A Participatory Learner P.R.E. course that employs other 
aspects of lecture/discussion P.R.E.-e.g., inspirational lecturettes 
as well as drama and comedy skits, ought to be evaluated. It's 
possible to envision a P.R.E. course in which employees would be 
introduced to a variety of P.R.E. themes, topics, or perspectives via 
short drama or comedy presentations. Following that introduction, 
employees would then be encouraged to actively participate in 
P.R.E. problem situations. 
It is also possible to draw from the broad implications of the 
P.R.E. findings to make recommendations for labor education and adult 
education practice. It is possible to envision a labor or adult 
education course that: employs tiered problem situations, retiree 
participation, spouse (or partner) participation and common history 
exercises; employs different involvement techniques than those used in 
this study; maximizes employee (learner) involvement; allows for a 
different mix of course decision-making; employs a mix of group and 
individual learning processes; is more clearly perceived as an 
integral part of a particular community (class, cultural, geographic, 
academic, etc.); combines aspects of the lecture/discussion format and 
the participatory learner approach, such as inspirational lecturettes 
or drama and comedy skits. 
Finally, it is possible to draw from the actual practice of the 
Participatory Learner P.R.E. course section specific recommendations 
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for P.R.E. practice: labor unions ought to be utilized as recruitment 
vehicles for P.R.E. programs, work release time ought to be provided 
for P.R.E. learners, all employees ought to be eligible for enrollment 
in P.R.E. programs, enrollment invitations ought to be extended to 
employee spouses/partners, P.R.E. programs ought to be extended in 
terms of both the number of offered class sessions (15-20) and the 
time over which those classes are held (up to several years), academic 
personnel and equipment resources ought to be utilized in 
P.R.E. programs, attempts ought to be made to provide P.R.E. learners 
with a warm and encouraging atmosphere in the classroom, employers and 
unions ought to promote P.R.E. programs with innovative and supportive 
educational policies, and P.R.E. learners ought to be provided with 
the opportunities to design, implement, and evaluate their own P.R.E. 
Above all else, P.R.E. ought to provide learners with opportunities to 
self-direct their own future. A P.R.E. that fails to empower learners 
with those opportunties is a P.R.E. that ineffectively prepares 
employees for retirement. 
Implications for Research. What follows are the corollary research 
recommendations of both the theoretical as well as practical 
P.R.E. implications referenced above. 
1. Research ought to be undertaken (with or without similar 
P.R.E. course limitations) to lend or deny support to the following 
conclusions of this study: That the Participatory Learner model 
appears to be more effective than the Lecture/Discussion model on a 
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majority of attitude and behavior gain scales, and that there is a 
strong association between perceived involvement and information, 
attitude, and behavior change within the Participatory Learner model. 
2. Research ought to be undertaken to evaluate the variations of 
the Participatory Learner P.R.E. model referenced under "Implications 
for Practice." 
3. Research ought to be undertaken to weigh the long-term 
effects of the models examined and proposed in this study. 
4. Research ought to be undertaken to re-evaluate and possibly 
reconsider the traditional measures of P.R.E. evaluation. That 
research ought to determine the extent to which a "successful" 
retirement is associated with the following P.R.E. objectives: 
acquisition of information with respect to retirement, attitudinal 
change with respect to retirement, and behavioral change with respect 
to retirement. Towards that end, the following questions ought to be 
addressed: Why are the following topic areas excluded from the 
instruments that gauge information change: community organizing, 
political lobbying, and retiree empowerment? Why are items that do 
not reflect an exclusively individualistic orientation excluded from 
the instruments that gauge both attitude and behavior change? What 
ideals concerning the role of the individual within society are 
associated with the instruments that gauge information, attitude, and 
behavior change? Whose interests are served and whose interests are 
thwarted in realizing those ideals? 
5. Research ought to be undertaken to determine whether 
Participatory Learners in P.R.E. are aware of the contradictions 
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listed in the "Criti que of Contemporary P.R.E. (see Chapter 2). 
6. Research ought to be undertaken to lend or deny support to 
the proposition that information, attitude, and behavior gain is 
associated with a change in attitudes towards P.R.E. and 
P.R.E. participants. 
7. Research ought to be undertaken to apply the Participatory 
Learner model to other P.R.E. learner, adult learner, and labor 
education learner populations. 
8. P.R.E. learners ought to be involved in all aspects of 
realizing the proposed research recommendations made in this study. 
P.R.E. learners ought to be included in the design, the 
implementation, and the analysis of those research proposals. 
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APPENDIX A 
Written Consent Form and Correspondence 
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Written Consent From 
I. Joseph Connolly, am a doctoral student in the School of Education at 
the University of Mase.chueetts/Amherat. I a,„ writing a thesis on pre-retirement 
education. I am trying to evaluate different types of pre-retirement education 
You are being asked to be a participant in this study. i will give you . 
survey before the pre-retirement education class. You will take the class. 
Then, at the end of the class and some three months later I will give you two 
more tests. These questionnaires are anonymous; they can not be associated with 
any one individual. 
I will report the results of my study in a dissertation. In addition, I will 
report the general findings to you via your Local's newsletter. 
While consenting at this time to participate in these questionnaires, you may 
at any time withdraw from the questionnaire process. 
In signing this form, you are assuring me that you will make no financial claim 
on me for the use of your questionnaire in my thesis or other publication. 
Finally, in signing this you are stating that no medical treatment will be 
required by you from the University of Massachusetts or Southeastern Massachusetts 
University should any physical injury result from participating in these surveys. 
_have read the above statement and 
agree to participate on questionnaires as a respondent under the conditions 
stated above. 
signature of participant 
date 
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YOU COULD HELP IMPROVE PRE-RETIREMENT COURSES BY FILLING OUT 
THE ENCLOSED SURVEY. THE SURVEY SHOULD TAKE 10-15 MINUTES TO DO. 
WE DO NOT WANT TO KNOW WHO FILLED OUT THE SURVEY, SO PLEASE DO NOT 
PUT YOUR NAME ON IT. THE REASON WE ASK YOU TO FILL OUT THE SURVEY 
IS BECAUSE YOU SIGNED UP FOR A RETIREMENT CLASS A COUPLE OF WEEKS AGO 
AND DIDN'T TAKE THE CLASS. WE ARE INTERESTED IN SEEING HOW PEOPLE WHO 
DIDN'T TAKE THE CLASS DO ON THE SURVEY. 
PLEASE FILL OUT THE SURVEY AS BEST YOU CAN. IT WOULD HELP IF YOU ANSWER 
EVERY QUESTION (FOR THOSE YOU ARE UNSURE OF, YOU CAN MARK "DON'T KNOW" OR 
NOT SURE ) . IT S ESPECIALLY IMPORTANT THAT YOU FILL OUT YOUR BIRTHDATE— 
WE WILL COMPARE SURVEYS BY BIRTHDATES (IT'S IMPOSSIBLE FOR US TO MATCH 
BIRTHDATES WITH INDIVIDUAL EMPLOYEES). IF YOU HAVE ANY QUESTIONS ABOUT THE 
SURVEY, PLEASE CALL ME AT 545-2831 (THE UNION OFFICE). I WILL BE BACK FROM 
VACATION ON JUNE 30. 
TO MAKE SURE THAT YOUR TEST REMAINS CONFIDENTIAL, WE HAVE ENCLOSED TWO 
ENVELOPES. THE FIRST IS FOR THE ONE PAGE CONSENT FORM (THE CONSENT FORM 
EXPLAINS THE REASON FOR THE SURVEY AND IS REQUIRED BY U/MASS FOR ALL DOCTORAL 
RESEARCH). THE SECOND ENVELOPE IS FOR THE SURVEY. WE HAVE MAILED THE SURVEY 
TO 20 1776 MEMBERS. WE WOULD APPRECIATE YOU TAKING THE TIME TO HELP US 





Pre-test Instrument Designed by the Author 
Post-test Instrument Designed by the Author, 
with the Employee-designed Instrument 
Course Evaluation Instrument Designed by the Author 
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QUESTIONNAIRE 
This is a survey of classified employees to eval,,^ 
By filling out this survey, you wi 11 be' he 1„In„ r- 1 Pre-retirement education courses 
a follow-up survey. Y helping to improve these courses. There will be' 
As you will see, this survey has been desiened m In. 
dissertation by Joseph Connolly. ^ 
DIRECTIONS: 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
Record your responses by circling "true" " 
to the left of each statement. Please don' false" or "dk" (don't know) 
^ try to look up the answers. 
Social Security benefits are exempt from the federal income tax 
Massachusetts does not have a community property law. 
Once a University employee retires, 
rate health insurance premiums. 
he or she can not qualify for group 
Elderhostel is an innovative educational program for older people. 
Hand-written wills are not legally valid. 
c° 'h”**p,opu °,,*r 65 h*v* b«" 
It it c.ti.sted th.t over half of ,11 retirees are psychologically depress,,. 
DIRECTIONS: Please fill in the blank at the end of each statement with a number. 
How many drugs do most people over 65 take per day? 
What percent of people between the ages of 65 and 69 are still 
in the workforce? _% 
What percent of older people assess their own health as good or 
excellent? _% 
How many years credit (assume one year= 4 quarters) do you need 
to be eligible for a social security retirement check? _ 
Buying on credit can add what percent per year to the basic cost 
of purchases? _% 
What percent of people 65 and older live in nursing homes? _7. 
What percent of their income do people over 65 spend on housing?_7. 




!r:ichy:rrT?r3.by °irclin* Of the abbreviations to the left 
scale: followmg statements. Please be candid. Use the follow! follo ing 
sa= strongly agree 
a= agree 
ns= not sure 
d= disagree 
sd= strongly disagree 
sa a ns d sd Older people don't perform ordinary problems as well as younger 
sa a ns d sd Retirement is a time for people to relax and do nothing. 
sa a ns d sd Most retirees are depressed and lonely. 
sa a ns d sd I am uneasy about retiring. 
sa a ns d sd Older people should get out of the way of younger people. 
sa a ns d sd Retirees have a lot to do. 
sa a ns d sd I think I am capable of dealing with retirement. 
sa a ns d sd Older people have a lot to offer their communities. 
sa a ns d sd Retirement is a challenge. 
sa a ns d sd Most older people aren't interested in sex. 
sa a ns d sd Older workers aren't as dependable as younger workers. 
sa a ns d sd Politics is not for retirees. 
sa a ns d sd Older people are unfairly stereotyped. 
sa a ns d sd Retirement can be a very fulfilling time. 
sa a ns d sd I look forward to retirement. 
people. 
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DIRECTIONS: Record your reaponscs by 
of each of the following 
circling cither "yen" or "no" to the left 
statements. Pleaae be candid. 
of 
yes no i have read articles or books about retirement planning. 
yes no i have prepared a will. 
yes no i exercise regularly (several times per week). 
yes no i make an effort to eat a healthy diet. 
yes no i have set definite goals for my retirement. 
yes no i have established my financial net worth. 
yes no i regularly make an effort to socialize. 
yes no X actively participate in community organizations. 
yes no I have made general plans as to how to spend my leisure time in retirement. 
yes no I have looked into different retirement investments. 
yes no I have talked to friends or professionals about retirement housing options 
yes no I have tried to work out a budget for retirement. 
yes no I have considered what state pension option I'll choose for retirement. 
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DIRECTIONS:. Below is a list of a pair of 
as you prepare for retiremeatW°r?ieaseCh T k* USed to describ* yourself 
which comes closest to your fee lines ThI f between the two word. 
n _ - - - rUBSlVe 
pr4«.”Lf”l.:h“ IILIV^uT.^ U “™ •' T~' 
Active 
- - X Passive 














DIRECTIONS: Please place a check mark or fill 
provided for each question. 










HOW WOULD YOU DESCRIBE YOURSELF 
_ Black, non-Hispanic 
_ Native American 
_ Asian 
_ Hispanic 
_ White, non-Hispanic 
DATE OF BIRTH 
/ / 
SCHOOLING 
_ college degree 
_ high school diploma 
- no high school diploma 
SALARY GRADE LEVEL 
_ grade 4, 5, or 6 
_ grade 7, 8, or 9 
_ grade 10, 11, or 12 









_ very active 
_ somewhat active 
_ hardly active 
_ not active 
in one of the spaces 
POLITICAL PARTICIPATION 
_ very active 
_ somewhat active 
_ hardly active 








This is the 
By filling out 
final survey for the 
this survey, you will retirement course you attended three 




you would write 
birthdate with 
your name anywhere on this survey 
your birthdate (for statistical 
names). 
It would be 
purposes only- 
extremelv helpful if 
we can't associate 
DATE OF BIRTH / / 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
true false dk 
DIRECTIONS: Record your responses by circling "t-,- •• i.r 
to the left of each statement Pleased’ ' alse ' 0r "dk" (d°n't know) ement. Piease don't try to look up the anjw^ 
S”‘-1 S'C',"ty *" •**■*' ». 
Massachusetts does not have a _ 
a community property law. 
Once a University employee retiree 
rate health insurance premiums Can n°C qualify Cor group 
Elderhos is an innovate educational program for older people. 
Hand-written wills are not legally valid. 
“ tho,b p*o|,u 
u i, chac ov„ h„lf ,u „tl„„ psychol02ieiUy 
DIRECTIONS: Please fill in the blank at r-ho or.a . 
oianK at the end of each statement with a number. 
How many drugs do most people over 65 take per day? _ 
What percent of people between the ages of 65 and 69 are still 
m the workforce? % 
What percent of older people assess their own health as good or 
excellent? _% 
How many years credit (assume one year= b quarters) do you need 
to be eligible for a social security retirement check? 
Buying on credit can add what percent per year to the basic cost 
of purchases? _% 
What percent of people 65 and older live in nursing homes? % 
What percent of their income do people over 65 spend on housing? 
What percent of their income do people over 65 spend on medical 
costs? % 
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DIRECTIONS: Record your responses by oircline on» e -l. 
of each of the following statements Pl» ^ *bbrev*?*;ion» to Che left 
scale: ' Please be candid. Use the following 
sa= strongly agree 
a= agree 
ns= not sure 
d" disagree 
sd= strongly disagree 
sa a ns d sd 
°U" p"£°™ ordinary prnbl.n. .. .. 
sa a ns d sd Retirement is a time for people to relax and do nothing. 
sa a ns d sd Most retirees are depressed and lonely. 
sa a ns d sd I am uneasy about retiring. 
sa a ns d sd Older people should get out of the way of younger people. 
sa a ns d sd Retirees have a lot to do. 
sa a ns d sd I think I am capable of dealing with retirement. 
sa a ns d sd Older people have a lot to offer their communities. 
sa a ns d sd Retirement is a challenge. 
sa a ns d sd Most older people aren’t interested in sex. 
sa a ns d sd Older workers aren't as dependable as younger workers. 
sa a ns d sd Politics is not for retirees. 
sa a ns d sd Older people are unfairly stereotyped. 
sa a ns d sd Retirement can be a very fulfilling time. 
sa a ns d sd I look forward to retirement. 
people. 
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DIRECTIONS: Record your responses by 
of each of the following 
circling either "yes" or "no" 
statements. Please be candid. 
to the left of 
yes no i have 
read articles or books about retirement planning. 
yes no i have prepared a will. 
yes no i 
exercise regularly (several times per week). 
yes no i make an effort to eat a healthy diet. 
yes no i have set definite goals for my retirement. 
yes no i have established my financial net worth. 
yes no i regularly make an effort to socialize. 
yes no i actively participate in community organizations. 
yes no i have 
made general plans as to how to spend my leisure time in retirement. 
yes no i have looked into different retirement investments. 
yes no i have talked to friends or professionals about retirement housing options 
yes no i have tried to work out a budget for retirement. 
yes no i have considered what state pension option I'll choose for retirement. 
Regarding the pre-retirement you attended some three months ago 
yes no 1 had some say what topics were to be covered in the course, 
yes no I had some control over how the course was to be conducted. 
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DIRECTIONS! Below is a list* • . 
as you prepare for retiremeat”0^leairpark”the U8ed ‘h describc 
which comes closest to your feelincs Th k th® sPace between the two words 
direction means that as someone who i I y°“ mark 3 Space in either 
that word. Please, only one check per 1?™Parlng retlremenc, you are like 
*■ - - 
Active x 
Or you may feel that you are totally passive 
preparation, then your response would be.. in terms of your retirement 
Active 













DIRECTIONS: Please circle "yes" or "no" to the following questions. Any additional 
comments would be helpful. 
yes no Did this retirement course get at what you wanted to know? 
Comments: 
yes no Were all your questions answered by this retirement course? 
Comments: 
yes no Was this retirement course beneficial for employees? 
Comments: _ 
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Date of birth _/_ / 
DIRECTIONS: Record your responses by 




ge= great extent 
qab= quite a bit 
s= somewhat 
of the abbreviations to the 
Please be candid. Use the 
a little 
none at all 
right 
following 
To what extent did your behavior «.u 
in how the course was conducted? 6 C0Urse make a differenc 
To what extent did you participate in class discussion? 
T° material?"' ^ ^ 6XPreSS y°Ur ideas ab°u‘ the course 
To what extent did you feel actively engaged in the course? 
ge qab s al naa 
ge qab s al naa 
ge qab s al naa 
ge qab s al naa 
DIRECTIONS: 
”r"ch,orth"!pt:nLLyg';"tI‘;«8„r' °,vh'»a,. .,f, 
scale: * Pleas, be candid. Use Che fcllc„lng 
sa strongly agree 
a= agree 
ns= not sure 
d- disagree 
sd= strongly disagree 
sa a ns d sd 
sa a ns d sd 
1 would recommend this course. 
I would encourage my fellow employees to take this course 
DIRECTIONS: Please answer the following two questions. 
What was the most important feeling, lesson, or idea that you got 
from this course? 
What happened in the course that made this difference? 
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APPENDIX C 
List of Course Section Experts 
List of Experts Associated with either the Participatory 
Learner or the Lecture/Discussion Course Sections 
List of Lecture/Discussion Workshop Presentors 
List of Participatory Learner Facilitators and Experts 
235 
LIST OF EXPERTS ASSOCIATED WITH EITHER THE 
LEARNER OR THE LECTURE/DISCUSSION COURSE 
PARTICIPATORY 
SECTIONS. 
HARRY ABRAMOFF of the Executive Office of Elder Affairs 
Worcester, MA. 
EDWARD ALLARD— housing expert, New Bedford, MA. 
CONNIE BETTIS-- of Hampden County Cooperative Extension Services. 
PAUL BROWN— of the Boston Elder Commission. 
ROBERT CILMAN of the Council on Aging, Northampton, MA. 
KATHLEEN CLINE— of the Boston Five Cents Savings Bank, Boston, MA. 
JOSEPH CONNOLLY of AFSCME Local 1776, Amherst, MA. 
PATRICIA CULROSS— of Worcester County Cooperative Extension 
Services. 
PHYLLIS CURRIER of the Nursing Department, Southeastern 
Massachusetts University. 
WILLIAM FARMER— of the Massachusetts Retirement Board, Boston, MA. 
LOUISE FREEMAN— of Bristol County Cooperative Extention Services. 
KAREN HAKALA— human services consultant, Amherst, MA. 
MARTHA HEADLAND— of Worcester County Cooperative Extension 
Services. 
STEVEN KROPP— of the Business Department, Plymouth State College. 
JOSEPH LAPLANTE— of the Office of Planning and Development, 
Northampton, MA. 
LOUISE MCCARTEN— of the Boston Five Cents Savings Bank, Boston, MA. 
ANGELA MCCLEAN— of the Personnel Department, University of 
Massachusetts Medical School. 
CHRISTOPHER MITCHELL— of the Executive Office of Elder Affairs, 
Boston, MA. 
DANIEL MOYNIHAN— of the Worcester Housing Authority. 
LOUISE OLIVEURI— of the Personnel Department, Southeastern 
Massachusetts University. 
MARGI ROACH— of the Personnel Department, University of 
Massachusetts, Boston, MA. 
BARBARA SLOVIN— of the Council on Aging, Amherst, MA. 
VICTOR SOARES— of the Continuing Education Department, Southeastern 
Massachusetts University. 
ARLENE THOMSON— of University Health Services, Amherst, MA. 
JOHN WALSH— of the Personnel Department, University of Massachusetts, 
Amherst, MA. 
ELAINE WERBY-- of the Gerontology Department, University of 
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APPENDIX D 
Factor Scores of the Initial Item Groupings 
238 
Explanation of Appendix D tables: 
The data to the left 
data to the right of 
Questions referenced 
to Appendix B, "Test 
of the slash are pre-test factor scores, the 
the slash are post-test factor scores, 
by the tables can be identified by turning 
Ins truments". 
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Factor Analysis of Information Questions 
factor _1_ factor 2 factor 3 factor 4 factor 
quest. 1 




.45/ . 11 









.23/ • 08 
quest. 4 
.06/ . 35 
.03/ . 24 
-. 10/-.08 
-. 16/-.08 
.11/ . 10 
quest. 5 
-.06/ . 04 




quest. 6 .13/ . 20 
.07/ . 37 .38/ .54 
-.39/-.44 
-.18/-. 02 
ques t. 7 




.01/ . 26 
quest. 8 .09/ . 38 .63/ . 08 .24/ .09 .07/-.00 
.19/ .31 




-.00/ . , 19 -.15/-. 12 .34/ .13 .07/-.26 
.41/- .26 
ques t. 11 .42/ . 56 .28/ . , 19 .14/ .15 -.26/-.08 
-.18/- .25 
quest. 12 .52/ . 67 -.11/-. .07 -. 16/-.25 -.09/-.05 
-.22/- .02 
quest. 13. .55/ , .65 
-.16/-. .26 .06/ .17 .01/ .37 
-.19/- . 16 
quest. 14 .42/ .28 .33/ , .31 -.01/ .15 .45/ .30 
-.00/ .13 
ques t. 15 .59/ .50 -.35/- . 16 -.03/-.06 -.24/ .16 .21/ .48 
factor 6 factor 7 factor 8 factor 9 factor 10 
quest. 1 
.00/- . 16 -.12/- .00 -.05/"-16 .06/--11 . 15/ .16 
quest. 2 
.25/ .23 .04/ .32 .01/--02 -.21/ -20 .33/- .16 
ques t. 3 
.33/ . 14 -.00/ .05 .24/--32 .37/ -54 .21/- -.00 
quest. 4 
.33/ .41 .60/ .39 -.17/".05 -.36/"-19 .17/ .24 
quest. 5 
-.10/ .28 -.10/" .33 .01/--23 .25/-•28 .11/- -.05 
quest. 6 
.25/ . 18 -.22/- .11 .21/--13 -.18/-•04 -.24/“ -.02 
quest. 7 
.17/ .37 .04/ . 15 .57/ .34 -.13/ -22 -.14/- -.33 
quest. 8 
-.00/ .36 -.oo/- . 12 .32/~-05 .10/ -01 .34/- -.23 
quest. 9 
.07/ . 10 -.04/" .26 -.07/--25 .23/-.07 .20/' -.23 
quest. 10 
-.36/- .47 .21/ .40 .01/ -23 -.18/ -03 -.07/' -.02 
quest. 11 
-.09/ .09 .02/- . 15 .15/ -23 .16/ -°2 -.oo/- 
-.14 
quest. 12 
-.19/ . 12 .11/ .06 -.30/ .1° .19/ -09 -.11/ 
.21 
quest. 13 
-.18/' 15 -.09/ .03 .20/ -01 -.22/ -11 .24/ 
. 12 
quest. 14 
-.16/" •.00 .03/ .40 .23/--20 -.12/“-04 -.19/' 
-.45 
ques t. 15 




Factor Analysis of Attitude Questions 
factor _1_ factor _2_ factor 3 factor 4 f ac tor 5 
quest. 1 • 35/ . 57 -.38/-. 31 • 08/ . 07 .40/ .23 
.11/ 09 
quest. 2 • 51/ . 49 •15/-. 02 •34/ . 15 
-•27/-.02 .05/-. 19 
ques t. 3 .29/ . 50 .07/ . 16 
-.32/ . 19 
.03/ .10 .36/-. 25 
quest. 4 .24/ . 20 
.55/ . 68 .14/ . 24 .03/ .24 
-.03/-. 27 
quest. 5 .34/ . 42 
-.05/-. 12 .35/ . 27 
-.26/-.21 .23/-. 33 
quest. 6 .16/ . 45 .13/ . 09 
-.15/-. 44 
-.52/ .02 
-.20/-. , 17 
ques t. 7 .28/ . 24 .60/ . 52 .02/-. 24 
-.21/ .57 .23/ . .20 
quest. 8 .57/ . 63 .14/-. 12 .07/-. 44 
-.10/ .30 .18/ , .09 
ques t. 9 .41/ . 43 -.21/-. 21 .00/-. 42 -.21/ .02 .42/ 
.45 
quest. 10 .21/ . 22 
-.22/-. 41 .53/ . 46 .27/ .16 .32/ .21 
quest. 11 .72/ . 67 -.25/-. 25 -.03/ . 23 .15/ .00 -.06/- .39 
quest. 12 .53/ . 66 
-.02/-. .32 .25/ . ,03 -.22/-.03 .30/- .33 
quest. 13 .39/ . 47 -.15/-. . 14 -.28/-. .40 -.28/-. 18 -.20/- .24 
ques t. 14 .49/ . 53 .47/ , . 15 -.05/-, .32 -.39/ .31 .19/- . 14 
quest. 15 .28/ . 17 .74/ .56 .04/ . 27 -.14/ .45 .16/- . 18 
factor 6 factor 7 f actoi r 8 factor 9 
quest. 1 .35/ .38 -.01/ . 15 . 16/ .22 .24/ .07 
quest. 2 -.06/- . 13 -.13/- .31 .06/ .57 .31/-.20 
quest. 3 .47/- .05 -.19/- .44 -.21/- . 18 -.18/-.34 
quest. 4 .52/" .02 .12/ .02 -.13/- .00 .21/ .16 
quest. 5 .16/- .09 -.28/- . 12 -.26/- .20 .13/ .28 
quest. 6 .32/- .00 .26/ .11 .21/ . 30 -.17/-.22 
quest. 7 .28/ . 10 .02/- . 12 .23/ .02 .01/ .13 
quest. 8 -.20/- .03 -.07/ .00 -.01/- .22 -.25/-.04 
quest. 9 -.29/- .34 -.21/- . 10 .28/ .08 .33/ .20 
quest. 10 -.08/- . 13 .40/ .45 .23/- .23 -.21/--13 
quest. 11 .12/ .01 -.10/- . 16 -.07/- .05 -.12/ .02 
quest. 12 .05/ . 15 . 16/ . 13 -.18/ .04 -. 13/--06 
ques t. 13 -.10/' .01 .35/ .29 -.16/ .06 .23/ -23 
quest. 14 -.23/" .31 .05/ . 10 -.11/- -.24 -. 19/".05 
quest. 15 -.11/- .30 .27/ . 17 -.01/ .11 -.01/ -15 
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Factor Analysis of Behavior Questions 
factor ■ 1 factor 2 factor 3 factor 4 factor 5 
quest. 1 .55/ . 44 




.50/ . 47 
-.61/-.67 •22/ .21 
-.05/-.02 .15/ .03 
quest. 3 .14/ . 11 •03/ .09 
-.22/-.01 •58/ .72 .54/ .31 
quest. 4 .52/ . 46 
-.16/-.30 .03/-.00 .23/ .47 
-.06/-.18 
quest. 5 .57/ . 60 •36/ .29 
-.45/-.40 .08/ .24 
.08/-.17 
quest. 6 




quest. 7 .20/ . 40 .29/ .07 •42/ .45 .11/ .14 
-.35/-.42 
quest. 8 .21/ . ,28 .40/ .47 .62/ .63 .17/ .08 .14/ .23 
quest. 9 .47/ . ,55 .26/ .29 
-.34/-.27 -.04/ .04 
-.24/-.35 
quest. 10 .57/ . ,54 
-.15/-.30 .07/ .00 
-.30/-.14 .14/-.14 
quest. 11 .35/ , .23 .40/ .41 -.06/ .27 
-.25/-.21 .28/ .28 
quest. 12 .42/ .50 .29/ .18 -.05/ .22 -.23/-.13 .21/-.09 
quest. 13 .58/ .64 .03/-.09 -.17/-.10 -.37/-.21 .20/ .01 
factor 6 factor 7 factor 8 factor 9 
quest. 1 -.04/ .09 -.23/ .16 .34/ .36 -.32/-.10 
quest. 2 -.17/- .08 .30/ .22 -.27/-.23 .13/ .13 
quest. 3 .07/- .06 .00/-.27 -.12/ .09 -.02/ .07 
quest. 4 .52/ .24 .16/ .01 -.14/ .16 -.20/ .21 
quest. 5 -.16/- . 10 .15/ .11 .11/ .03 -.22/-.08 
quest. 6 -.19/ .02 -.14/-.39 -. 17/-.23 .23/ .26 
quest. 7 .21/ . 15 .29/-.05 .39/ .03 -.10/ .17 
quest. 8 -.32/- .22 .24/ .11 -.14/-.12 -.06/-.01 
quest. 9 -.18/- .30 .48/-.01 -.02/-.08 -.03/ .18 
quest. 10 -.44/- .25 -.12/-.44 .23/ .07 -.06/-.21 
quest. 11 .28/ .08 -.05/-.28 .03/ .29 .45/ .21 
quest. 12 .37/ . 16 -.05/-.33 -.41/-.32 -.31/-.35 














Factor Analysis of Attitudes (Pre-retirement) 
factor 1 factor 2 factor 3 fac tor 4 
.49/ . 65 .12/-. 41 
-.56/-. 11 .33/ . 12 
.68/ . 65 1 
CNJ
 27 
-.31/ . 19 
-.01/-. 16 
.61/ . 63 .29/ . 05 .15/ . 60 
-.30/ . 07 
.08/-. 14 .60/ . 60 -.05/ . 46 -.62/ . 47 
.68/ . 71 .35/-. 37 -.15/ . 00 .40/-. 25 






 26 -.08/ . 13 
Factor Analysis of Involvement Questions 














of the Eleven Sub—groupings 




Attitudes towards Older People 
fac tor 1 
quest. 9 
.36/ . 72 quest. 1 
.55/ .71 
quest. 11 
.67/ . 51 quest. 5 
.63/ .62 
quest. 12 
.76/ . 73 quest. 8 
.65/ .66 
quest. 15 
.63/ . 68 quest. 11 
.73/ .81 
Consumer Health Information Attitudes towards Retirement 
factor 1 factor 1 
quest. 3 .75/ .74 quest. 2 .73/ . 50 
quest. 6 .75/ .74 quest. 6 .45/ . 74 
quest. 9 .63/ . 61 







Attitudes towards Own Retiremen 
factor 1 
quest. 4 .74/ .86 
quest. 7 .84/ .68 
ques t. 15 .87/ .83 
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Factor Scores of the Eleven Sub-groupings continued 
Attitudes towards Proactive 
Proactive Behavior Behavior 
factor 1 f actor 1 
quest. 2 .44/ . 46 quest. 1 
.65/ . 82 
quest. 5 
.70/ . 65 quest. 2 
.81/ . 71 
quest. 6 
.62/ . 66 quest. 5 
.84/ . 80 
quest. 9 
. 60/ . 69 quest. 6 
.76/ . 81 
quest. 10 .65/ . 60 
quest. 12 .51/ . 59 
quest. 13 .69/ . 64 Attitudes towards Self-rel .ian 
factor 1 
Social Behavior quest. 3 .80/ . 74 
quest. 4 .80/ .74 
factor 1 
quest. 7 .79/ .78 
quest. 8 .79/ .78 
Health Behavior 
factor 1 
quest.3 .77/ .79 
quest.4 .77/ .79 
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APPENDIX F 
Pre-test and Post-test Scale Means 
247 






C on f* rn 1 
finance information 2.61 2.29 2.14 
consumer health 
information 






4.65 4.11 5.00 
attitudes towards 
retirement 
4.62 3.99 4.82 
attitudes towards self 3.56 3.47 3.68 
proactive behavior 2.42 2.27 2.22 
social behavior 3.23 2.76 2.07 
health behavior 2.85 3.29 2.43 
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I 
Post-test Scale Means 
Participatory 
Learner 









3.31 3.17 1.71 











attitudes towards self 3.27 3.44 3.64 
proactive behavior 2.28 2.31 2.29 
social behavior 4.08 3.01 2.43 
health behavior 3.23 3.44 2.79 
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